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INTRODUCTION 
The purpose of this study is to review the research 
concerning effectiveness of Kindergarten training. Recently 
new knowledge of the development of young children has 
focused attention on the part Kindergarten may contribute 
to the child's education. 
There is a trend to extend public education in two 
directions, (1) to include the four and five year olds, and 
(2) to provide work beyond grade twelve. In communities 
which have no public Kindergartens, studies are being made 
concerning the advisability of establishing them. Since 
such classes are expensive, the people want evidence of 
their value in order to justify the undertaking. 
The writer could find no recent summary of the research 
in this field, so this study is an attempt 
1. To gather and classify the studies which 
have been done in the field. 
2. To make suggestions for needed research 
in the area. 
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CHAPTER I 
HISTORICAL DEVELOPMENT OF THE KINDERGARTEN 
IN THE UNITED STATES 
. 
I 
I 
: 
I I 
I 
I 
I ,_ 
, I 
I 
CHAPTER I 
HISTORICAL DEVELOPMENT OP THE KINDERGARTEN 
IN THE UNITED STATES 
The foundation of our present Kindergarten was laid by 
Germans c1 culture who had fled trom the European Revolu-
tion o~ 1848. In the period between 1850 and 1860, many 
private schools were founded by these German refugees. The 
first Kindergarten 1n the United States was established by 
Mrs• Carl Schurz, a student o~ Froebel's, in her home in 
Watertown, Wisconsin in 1855. Interest in this venture led 
to the opening of many similar schools. Some of these 
schools were for children of well-to-do parents and others 
for children of the immigrant laborers who had entered the 
country during its period of industrial expansion, and so 
they were supported by either philantropists or by tuitions 
and served only the children at the extreme ends o~ the 
I economic scale.1 
. ~ 
In 1860 a Kindergarten was established in Boston by 
Miss Elizabeth Peabody who devoted her life to the advance-
ment of the Kindergarten cause in America. Another of the 
early workers for the movement was Dr. William M. Hailman 
1. Davis, Mary Dabney. "we Need More Pre-Primary Schools." 
Nations Schools 28: 37-9; December 1941. 
~~---
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w~o added a Kindergarten to the German-English Academy of 
Louisville~ Kentucky in 1865. During the next thirty years 
he and his wife, Eudora L. Hallman~ and many others who 
founded Kindergartens in the German-American institutions, 
made notable contributions to the development of Kinder-
garten edUcation in the United States.1 
The first Kindergarten Training School in this country 
was opened in Boston by Madame Matilde Kriege and her 
daughter, who bad been influenced by the work of Miss 
Peabody. 
In 18~2 Marie Boelte, who had opened a Kindergarten 
in a private school in New York, married Professor John 
Kraus and together they established a Kindergarten Training 
School. Their influence did much to place Kindergarten 
education on a high intellectual level. A student of · 
Madame Kraus-Boelte, Miss Susan Blow~ became one of the 
foremost leaders in bringing about the understanding and 
adoption of K1nderg~rten education as an integral part or 
public education in this country. The Kindergartens in 
these German-American schools were either supported by 
tuition or philanthropies. In 18~3 Miss Blow and William 
I. Harris, Superintendent of Schools of St. Louis, Missouri~ 
1. Holmes, Margaret Cook. "The Kindergarten in America--
Pioneer Period." Childhood EdUcation 13: 269-~3; 
February 193~. 
I. 
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recognizing the value of Kindergartens established the first 
public Kindergarten in the United States. A circumstance 
that added impetus to the acceptance of the Kindergarten 
as a part of our IUblic school system was the Kindergarten 
demonstration at the Centennial Exposition in 18~6. How-
ever, the acceptance of Kindergartens as part of public 
school systems was impeded by school laws which prohibited 
the expenditure of public school fUnds for children of this 
age group. 
About 1890 the Kindergarten movement was stimulated by 
the Chicago Exposition Where demonstration Kindergartens 
were carried on for three months by the Froebel Kindergarten 
Association and three more months by the Free Kindergarten 
Association. Laws were passed in most of the States making 
funds available for Kindergartens in the public school sys-
tems. 
About this time there was a movement by some of the 
leaders in education, particularly in the Middle West, away 
from the Froebelian philosophy which generally had deter-
mined the procedure of Kindergartens. Included in this 
l group were Anna Bryant and Patty Smith Hill who~ methods 
eventually led to the complete reconstruction of Kinder-
garten procedures. Although they accepted such fUndamental 
Froebelian theories as education through motor expression 
and education through social participation, they condemned 
. "\ -
--
11 Froebel 1s theory of education by means of aymbola.1 The 
I 
development of the progressive movement in Kindergarten 
I education in the East was stimulated by Miss Hill in 1910 
11 when she joined Teacher's College, Columbia as a lecturer 
and d !rector of the Kindergarten department. 
In 191~ the work of Madame Montessori in Italy attracted 
the attention of workers in the field of Kindergarten edu-
cation in the United States. Little remains today of her 
th~o.ries and psychology except for her emphasis on the tm-
portance of certain play apparatus for physical development 
and on the teacher's place being 1n the background. 
By 1916 the Kindergarten departments were being reor-
ganized in Schools of Education into Kindergarten-Primary 
departments, integrating the work of the Kindergarten and 
the first three grades; the leaders in these schools be-
lieved that the work of the Kindergarten and the Primary 
grades should be contiguous and that teachers in either 
department should have training in and knowledge of both 
f1elds. 2 
1. Temple, Allee. "The Kindergarten 1n America-Modern Period." 
Childhood Education 1~: 358-53; 381; April 1937. 
2. Wheelock, Lucy. "From the Kindergarten to the Primary 
Grade." Childhood EdUcation 18: 414-16; May 1942. 
5 
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The Kindergarten of today has been establiShed on the 
foundation laid by the efforts and successes of the early 
educators in providing trained teachers and in adapting 
school programs to children's interests, needs and in-
dividual rates or growth.l 
The newer Kindergarten methOds with scientific justi-
fication contribute to the modern educational methods 1n 
the Elementary Schools. In 1925 a study made at Lawrence, 
Kansas by Smith, showed that the Kindergarten child was 
better adjusted at an earlier age in formal school subjects 
than the Nan-Kindergarten trained child and that he ad-
justed at a slightly earlier chronological age in behavior 
habits.2 
Teachers of young children have pioneered in studying 
the individUal differences among children and ways of 
meeting their needs because of these differences in de-
velopment. Lane3 believes that utilizing experiences in 
an environment Which is both natural and social provides 
an opportunity for grcwth. 
1. Koehrlng, D. "kindergarten Contributions to Present Day 
Elementary Education.~ Childhood EdUcation 18: 398-403; 
May 1942. 
2. Smith, c. M. "A Study to Determine the Effectiveness of 
Kindergarten Training." Elementary School Journal 25: 
451-66; February 1925. 
3. Lane, Robert Hill. "Organizing the Primary School." 
Childhood Education 14: 110-13; November 1937. 
At one time there was a sharp cleavage in the child's 
school experience when he moved from the informal environ-
ment of the Kindergarten to the more formal environment of .J 
the first grade, tut today the physical set-up of the first 
grade has been changed and the adjustment is gradual. 
In some instances a transition or junior primary group 
has been established. This gives a child "another year to 
grow" between the Kindergarten and the more formal eduoa-
tion of Grade One. Such a class provides the ~ature 
child with added experiences in language and motor skills. 
It aids in personal and social adjustment. 
In New York a significant departure has been made in 
Kindergarten organization. Transition classes have been 
formed for children approximately six years old which are 
Kindergarten extension classes or informally organized first 
grade classes. 
A study! of age-grade progress of Fourth Grade pupils 
7 
showed that the Children with both Kindergarten and Kinder- v 
garten extension work made better progress than those having 
Kindergarten training only, and that both groups made be~ter 
progress than those who entered the First Grade without 
Kindergarten training. 
!. Thirtieth Annual Reauort of the Superintendent of Schools, 
New York Board of E cation, 19~. '785 P• P 
It is apparent that continuity of education is more 
possible in schools of today than it was in the schools of 
the past and it has been the Kindergarten teachers who 
have been instrumental in developing the philosophy of 
meeting individual differences in the classroam.1 
culkin2 feels that emphasis should be placed on the 
value of Kindergartens and the contributions they have 
made to our present day edUcational system. 
The Kindergartens have influenced the Primary School 
curriculum so that it is centered around child development. 
Many Kindergarten techniques have been adapted to the needs 
of primary school children. 
1. Potter, Gladys L. *Making Continuity Possible." Child-
hood Education 25: 128-~1; November 1948. 
2. Culkin, Mabel Louise. "The Contemporary Kindergarten." 
Educational Record 24: 345-357; October 1943. 
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CHAPTER II 
THE EFFECT OF KINDERGARTEN TRAINING ON ACHIEVEMENT 
One af the earliest significant studies on the value o~ 
I 
I Kindergarten was made by Bradford1 in the public schools of 
Kenosha, Wisconsin in 1912. This study was based on the 
records of 925 Kindergarten children and 738 Non-Kinder-
garten children. Questionnaires were sent to 43 teachers 
of the first five grades. The teachers were asked to 
classify pupils as slow, average or bright according to 
"general ability and progress", and to indicate the number I 
of pupils in each classification who had attended Kinder-
garten. The ages of the children, and the average number 
ot years they had attended school were included. 
The results of the study were not conclusive but the 
Kindergarten group had fewer children who were retarded 
than the Non-Kindergarten group. 
The questionnaire findings revealed that 26% were 
judged slow, 46% were judged average, and 28% were judged 
bright--the Kindergarten Children formed the larger propor-
tion of the bright group and were found to be younger. 
Bradford did not report the result on the teachers' esti-
mate of the Kindergarten trained group against the Non-
1. Bradford, Mary Davison. "The Kindergarten and Its Relation 
to Retardation." N.E.A. Addresses and Proceedings, 
Chicago 1912; 624-629 p. Ann Arbor, Michigan: N.E.A. 
of the u. s. A., 1912. 
9 
Kindergarten trained group 1n regard to their ability gnd 
willingness to sing, to draw, to construct, and to write, 
nor concerning their freedom in language expression and 
self-control, but stated that most judgments favored the 
Kindergarten trained group. 
A year later, Taylorl reported a study made 1n Newton, 
Massachusetts. He felt that the chief service of the 
Kindergarten was found in giving the Child more wholesome 
instruction among more wholesome surroundings than he was 
receiving at home. He did not feel that Kindergarten in-
fluenced the rate of progress 1n the grades. He suggested 
that a mare extended investigation be made. 
In an investigation in 1922, Bell2 combined a study ot 
school progress and behavior trends to determine the ef~ect 
of Kindergarten training upon the success of the child in 
later years. The study was begun in the F. T. Salisbury 
school in Louisville, Kentucky. Eight other schools were 
included later. The final results of the investigation 
were based on the records of 4561 children from nine of the 
Louisville public schools. Of these children 149~ were 
Kindergarten trained and 3064 were Non-Kindergarten trained. 
y. Taylor, Randall J. Jr. "noes Kindergarten Training 
Promote Rapid Progress Through the Grades." Kindergarten 
and First Grade 3: 51-56; February 1918. 
2. Bell, R. J. "What is the Effect of Kindergarten Training?" 
Kindergarten and First Grade 7: 168-169; April 1922. 
1( 
The groups were compared in regard to promotion, school 
failure, retardation, acceleration, as well as in initiative, 
responsiveness and withdrawal tendencies. 
All data were secured from teachers' records, except 
the ratings of initiative and responsiveness which were 
secured through questionnaires that requested lists of 
children showing the greatest initiative and "the most 
appropriate responses under situations confronting the 
class and the individual child". 
The list was composed of twelve children in each class 
with the highest standing in initiative and responsiveness 
according to the teachers' judgment. Bell concluded that 
Kindergarten attendance reduced failure, retardation and 
withdrawal tendencies, and, at the same time, increased 
the possibilities of promotion, acceleration, initiative 
and responsiveness. 
Peters1 studied 3~4 Kindergarten and Non-Kindergarten 
trained children above Grade Five in the elementary schools 
in Beverly and Oakland, California. The children were 
paired according to intelligence by I. Q.'s derived from 
the National Intelligence Test and the use of continuous 
records of their school work from entrance on through the 
grades. He concluded that a Kindergarten group will proceed 
J
l. Peters, w. J. "T.be Progress of Kindergarten Pupils in 
Elementary Grades." Journal of EdUcational Research 
17: 11?-26; February 1923. 
11 
faster than a group of the same age and intelligence not 
having Kindergarten training. The results of the study 
indicated that the effect of Kindergarten on educational 
progress measured in terms of grades failed and skipped 
is nil. The chronological age of the Non-Kindergarten group 
was 6.5 years, and of the Kindergarten group 6.2 years on 
entering Grade One • The children in the Kindergarten group 
both failed and skipped fewer grades than the Non-Kinder-
garten group. Peters felt that the Non~Kindergarten group 
may have skipped grades due to a tendency to push older 
pupils ahead. The groups studied were not equal in kind 
of training. chronological age or mental age. 
A comparison of the marks received by the pupils of the 
two groups in scholarship and deportment showed that the 
Non-Kindergarten group made slightly more excellent marks. 
but also more poor marks 1n both scholarShip and deportment 
than the pupils who had attended Kindergarten. 
In 1925, Wooley1 reported that forty-three children at 
the Merrill-Palmer School gained on an average of fourteen 
points on a scale with one year attendance at school, while 
thirty-three comparable children on a waiting list for en-
trance into the sChool lost two points in the same period. 
Therefore, she feels that the educational opportunities 
J· Wooley. Helen N. ~The Validity or Standards of Mental 
Measurement in Young Childhood." School and Society 21: 
4~6-482; April 1925. 
:12 
of pre-school are very great and dUe to auch factors as: 
1. The rapid way in which young children respond to 
, I an improved environment and, 
> 
2. Definite educational procedures 1n the schools. 
In the study made by Smith1 at Lawrence, Kansas to 
determine the effectiveness of Kindergarten Training, 110 
children were tested at four levels. First, at their en-
trance into Kindergarten and the end of the Kindergarten 
year and again at the end of their years in the first and 
second grades. Smith arrived at the following conclusions 
that Kindergarten trained children and Non-Kindergarten 
trained children 
1. Of approximately the same chronological age make 
about the same scores on habit lists regardless 
of number of terms in school. 
2. Kindergarten trained made slightly higher scores 
on habit ...a.e.ores. 
3. Each additional term of school training increases 
efficiency of Kindergarten trained in these habits. 
4. Non-Kindergarten trained showed slightly inferior 
progress in habits during first two years of their 
school life • 
5. The greatest range of variability in scores found 
in case of social moral habits and the intelligence 
habits of the Kindergarten trained. 
l. Smith, c. M. "A Study to Determine the Effectiveness o~ 
Kindergarten Training." Elementary School Journal 25: 
451-66; February 1925. 
All pupils in the first and second grades were scored 
on Rogers•l Inventory af Habits. 
The Second Graders without Kindergarten training were 
tested using the: 
1. Presse~ second Grade Attainment Seale, Form A 
2. Haggerty Reading Examination, Sigma I 
(for ability in formal school subjects) 
3. Holley Picture Completion Test for Primary Grades 
(given to determine habits of observation) 
During May 1g23 all pupils in the second grade were 
tested. The tests used at this time were: 
1. Pressey Second Grade Attainment Scale, Form B 
2. Haggerty Reading Examination, Sigma I 
3. Holley Picture Completion Test for Primary Grades 
4. Penmanship specimens scored by Penmanship Super-
visor on Gettysburg Revision of the Ayres Hand-
writing Seale 
The results of the Pressey Second Grade Attainment Scale 
Which included 
1. writing and spelling 
2. speed of reading 
3. recognition of words-time limit 
4. addition and subtraction; were significant. 
1. Rogers, Agnes L. "A Tentative Inventory of Habits." 
Teachers College Bulletin, No. 14, Series No. 4, New York. 
Teachers College, Columbia University, 1922. 
Analyzing the data gathered trom the investigation, 
Smith gives a general summary of results: 
1. Grade II B--the Kindergarten trained group far 
superior to Non-Kindergarten group. 
2. Group that had attended school four terms (one 
term in Kindergarten) was almost equal in the 
speed of reading test and was superior in re-
C08nition of word test to Non-Kindergarten group 
which had attended school tour terms and had 
been reading four months longer. 
a. Kindergarten trained median I.Q. 111--superior 
in recognition of wards and comprehension 
Non-Kindergarten trained median I.Q. 102 
50% c. A. limits were one year greater 
b. Kindergarten trained median I.Q. 111--superior 
in spelling and arithmetic 
Non-Kindergar en trained median I.Q. 102 
Although their c. A. was six months less 
c. Kindergarten trained median I.Q. 111--penmanship 
as high as Non-Kindergarten trained median 102 
though they had been writing only one-half as 
long and were from nine months to one year 
younger 
Habits Listed and Analyzed by Smith1 in her Study. This 
list was obtained trom a "summary of Replies Received by the 
United States Commissioner of Education Relative to the 
Values to be Derived from Kindergarten Training".2 
1. Power of observation, concentration and 
attention 76 
2. Power of expression, involving fluency, 
also fund of ideas, as well as dramatic 
expression 72 
1. Op. cit. P• 461'. 
2. Palmer, Luella A. "Adjustment Between Kindergarten and 
First Grade." Bureau of Education Bulletin, No. 24, 
P• 10, 1915. 
1.5 
v 
3. Musical a bill ty and rhythmical control 65 
4. Formation of _good school (and lite) 
habits, such as regularity, punctuality, 
order, cleanliness, politeness 62 
5. control of hand tor manual work 45 
6. Ability to work with others, willingness 
to wait one's turn, to cooperate, to 
share responsibility 44 
7. 'Ability to imitate, follow technical 
suggestion 43 
a. Control over muscular coordination 36 
9. Responsiveness, willing obedience, and 
compliance with suggestion 
10. Self-reliance, initiative, adaptability, 
ability to cope with situations without 
direction 
11. Interest in taking up any form of 
19 
17 
schoolwork 11 
12. Initial entrance to school made easy 
and attractive 6 
13. Ability to read and write more quickly 3 
14. Perseverance or the energy to finish a 
task when once began 3 
Smith found that Kindergarten trained children and Non-
Kindergarten 
1. of approximately same c. A. make about same scores 
on habit lists regardless or number of terms in 
school 
2. Kindergarten trained t'slightly higher scores on 
habits scores 
3. Each additional. term of school training increases 
efficiency of Kindergarten trained in these 
habits. 
l 
Several intestigationa were made in Detroit on the in-
fluence of Kindergarten attendance on age-grade progress. 
campbell1 studied 547 children who had Kindergarten 
train./ing md 215 children who had not had such training 
and concluded that differences in promotion in Grade One 
were very alight. 
Rankin2 compared achievement of 546 sixth grade pupils, 
288 of whom had had Kindergarten training. He reported 
very little, if any, effect of Kindergarten training on the 
rate of progress through the first six grades. His data 
confirmed the earlier findings of Campbell with respect to 
diminishing returns in school progress from extended atten-
dance in Kindergarten. 
Greer3 duplicated Rankin's study using 421 pupils. Her 
conclusions varied from his in that she found that the 
children without Kindergarten training gained fewer half-
grades than those with one term of Kindergarten and those 
with one term of Kindergarten gained fewer grades than 
those with two terms of Kindergarten. Her data showj that 
attendance in the Kindergarten reduced the time required 
1. Campbell, Margaret Rolfe. "Influence of Kindergarten 
Attendance on Age-Grade Progress." Detroit Educational 
Bulletin 6: 17; June 1923. 
2. Rankin, Paul T. "Effect of Kindergarten Attendance Upon 
Progress and Quality of Work in Grades." Detroit Educa-
tional Bulletin, Research Bulletin, No. 10: 17-48; 
November 1923. 
3. Greer, Florence E. Report in Files-Division of Instruc-
tional Re~earch, Detroit Public SChools, May 1923. 
f 
to complete the work of the first six grades, that the time 
lost on the part ~ the Non-Kindergarten trained group was 
more than off-set when canpared with t~ time spent in 
Kindergarten by the Kindergarten groups. 
The stud 1es of both Rankin and Greer have been con-
sidered inconclusive on account of unsatisfactory samplings. 
An extensive study was made in 1924 by the Research Bureau 
of Minneapolis to determine the influence of Kindergarten 
attendance on failure and grade skipping. It was found in 
this investigation that those who had attended ~indergarten 
for 120 days experienced slightly less failure in the grades 
but gained less from skipping than the Non-Kindergarten 
group. 
An investigation by MacLatchyl on the value of Kinder-
garten training was begun in 1922 and continued for three 
years in eight city school systems in Ohio. Those who had 
Kindergarten training numbered 2,311 and those who had not 
attended Kindergarten numbered 2,525. These children were 
divided into two groups--the first group entered Grade One 
in September 1922 and were followed through Grade Three, 
the second entered sehool in September 1923 and were followed ! 
to the close of Grade Two. Standardized Tests were used as 
well as a variety of teachers' ratings and the pupils re-
cords of promotion. Equivalent forms of the achievement 
18 
1. MacLatchy, Josephine H. Attendance at Kindersarten and 
Progress in the Primary Grades. Ohio University Press, 
========~======1=92S. ====~==========~==~==~ 
tests were given at stated intervals and the progress of 
Kindergarten children was compared with the Non-Kinder-
garten children. 
Ratings by the teacher were given 1n each of three 
social traits, industry, initiative and oral language and 
larger percentage of the Kindergarten group than the Non-
Kindergarten group received the rating good in each of 
these traits. From the rather incomplete records of pro-
motion, a decided superiority in the percentage of the group 
receiving regular promotion at the close or the first grade 
fell to the Kindergarten group. This advantage was less 
pronounced in Grades Two and Three. The Non-Kindergarten 
group always had a larger percentage that failed to receive 
promotion and a smaller percentage who were allowed to skip 
a grade. 
The average mental age and the roughly computed I.Q. 1s 
indicated that the ability of pupils who had attended 
Kindergarten was greater when measured by the Pressey 
Primary Classification Test, than those of the Non-Kinder-
garten group. The comparisons which yielded the least 
convincing evidence toward an advantage for the Kinder-
garten group 1n contrast to the Non-Kindergarten group 
were gathered from the records of achievement. 
There was continuous evidence toward superiority in 
Reading for the Kindergarten group, but this was offset 
~9 
~~~~=*============~~==~==~==~==========~====== 
br the Spelling and Arithmetic sub-tests by the Non-
Kindergarten group. However, the agreement among these 
various comparisons is that when social ratings, mental 
age and promotion are considered, the advantage falls to 
the Kindergarten group. 
When achievement is considered the Non-Kindergarten 
group acquits itself well. MacLatohyl in summarizing the 
results of her investigation admits that there have been 
many characteristics of each group which have been poorly 
determined by the Standardized Test and the teachers' 
rating employed and feels that an impression of great 
possibilities for the Kindergarten is gained from the 
Kindergarten group1 near victory in achievement but feels 
that the Kinder gar ten is not doing as tmlch as it might. 
Cummins and Shank2 compared the intelligence, edu-
cational. attainments and the relative achievement of forty-
five fifth grade children who had had Kinde~garten training 
with a similar group who had not attended Kindergarten. 
The I.Q.'s were derived from the National Intelligence Test 
~core, the E.Q. was derived from the Standard Achievement 
: Test Score. 
1. Ibid., P• 134. 
2. CUmmins, W. D. and Shank, Theodore. "Kindergarten 
Training and Grade Achievement." Education 48: 410-415; 
192'7-1928. 
The results of their findings were: 
Kindergarten Group 
Total Fifth Grade 
I. Q. E. Q. 
99.2 
100.1 
A. Q. 
99.0 
101.3 
They concluded that any improvement 1n school work that yY 
might result from Kindergarten training would not carry over 
beyond Grades One or Two. They also believe that there are 
certain mental abilities that can't be ruShed, and that 
Kindergarten training does not have any long lasting appre-
ciable effect upon these abilities. 
Risser and Elderl studied the achievement or 130 Kin-
dergarten trained children and 163 Non-Kindergarten trained 
children in writing, reading and arithmetic through the 
first five grades and concluded that reading progress was 
most noticably affected by training. They feel that the 
training becomes increasingly desirable as success in other 
subjects such as History, English, and Science depends on 
reading ability. 
The combined averages ot the study as well as the 
• average in reading alone indicates that Kindergarten 
training manifests itself not only in Grade One, but also 
1. Risser, Faye and Elder, Harry E. "The Relation Between 
Kindergarten Training and Success 1n the Elementary 
School." Elementary School Journal 28: 286-289; December 
1928-1929. 
· in succeeding grades with the greatest differences in Grade 
Five. The children who were Kindergarten trained seem to 
have two and one-halt times the chance of success of Non-
Kindergarten trained children. 
The following tables tram this study Show the average 
achievement for the two groups and differences in reading. 
TABLE Il 
AVERAGE MAH<S CP KINDERGARTEN AND NON -KINDERGARTEN GROuPS 
IN THE FIRST FIVE GRADES IN READING, WRITING AND 
ARITHMETIC DURING THE SCHOOL YEAR 1925-26 
Grade I Grade II Grade III Grade IV Grade V 
Reading 
Kdgn 28.1 26.4 26.2 25.4 27.1 
Non-Kdgn 23.5 25.0 24.2 23.3 21.8 
Writing 
Kdgn 28.6 28.0 25.6 26.6 24.7 Non-Kdgn 28.2 29.5 25.6 25.4 26.9 
Arithmetic 
Kdgn 27.0 26.2 23.0 23.8 25.3 
Non-Kdgn 24.0 24.6 24.9 24.4 23.6 
1, l. Ibid., P• 287. 
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TABLE Ill 
STANDARD DEVIATION OF MARKS IN READING OF KINDERGARTEN AND 
NON-KINDERGARTEN GROUPS. DIFFERENCES IN AVERAGE 
MARKS IN READING AND DIFFERENCE IN AVERAGE MARKS 
IN READING IN STANDARD DEVIATION 
Grade Standard Deviation Dif'f. in Avg. Dif'f. in Avg. 
of Marks in Reading Marks in Marks in Reading 
Reading in S.D. Unit 
I 9.0 4.6 .51 
II 9.0 1.4 .16 
III '7.1 2.0 .28 
IV '7.8 2.0 .2'7 
v 9.3 5.3 .5'7 
When the differences between the Average Reading marks 
of the two groups in each grade are reduced to Standard 
Deviation units, the Kindergarten group surpasses the Non-
Kindergarten group as seen in Column 4, Table II and the 
superior quality of the work of the Kindergarten group be-
comes especially noticeable. 
The benefits of one year o.f Kindergarten are noticeable 
through the first five grades: 
1. Better foundation acquired in these grades as a 
result or Kindergarten seems to warrant the 
assumption that the same benefits will be notice-
able throughout the school life of pupils. 
2. Success in Reading in the Elementary school is 
more closely related to Kindergarten success than 
is success in writing and arithmetic. 
r. !bid., 2e7-2sa P· 
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3. Kindergarten training increases chances for succ~ss I /~ 
in subjects requiring as a basis the ability to 
read well. 
4. The standards of work in Elementary School may be 
raised by requiring all Children to attend Kinder-
garten before Grade One. 
Baker1 suggests that Kindergarten experience is con-
dUcive to superior success in later work as: (1) Kinder-
garten methods and present day elementary methods in their 
emphasis on purposeful activities showjia close correlation~ 
(2) Kindergarten aims and modern elementary school objectives 
agree~ in so far as the development of skills and the em-
phasis on personality traits are concerned, (3) Kindergarten 
procedures are adapted to the development af Reading Readi-
ness, and (4) closer cooperation between the teacher and the 
pupil in Kindergarten affords an opportunity for the ~e­
diate correction of tendencies that might later lead to 
maladjustment. 
Stoddard2 claims that the Kindergarten assists in 
, bringing young Children to the highest level of physical, 
mental, social and esthetic development. 
He lists the advantages of the Kindergarten under ten 
headings: 
1. Baker, Mar{ L. Wcardinal Principles of Kindergarten 
Education. Educational Method 8: 450•452; March 1929. 
2. Stoddard, George D. "The Kindergarten and Nursery School." 
The Journal of the National Educational Association 21: 
No. 9, 279-281; December 1932. 
t 
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1. 
2. 
3. 
Play facilities. 
The Kindergarten offers play facilities appro-
priate to child's needs and interests not or-
dinarily available to children in the home. 
Habit formation. 
Motor skillSare developed at this period in a 
child's lite which would be del~fed under 
J• facilities and supervision are ~'~ iit,ailable. The 
development ot self-reliance through playing 
games, eating and t~tet routine. Rich oppor-
tunities are provided in language development. 
Assistance in problems ot nutrition and health. 
Often situationt exist where the sttmulation 
and supervision of the sChool teacher at this 
age level rectifies a problem. 
4. Provisions for social development. 
5. 
6. 
'7. 
a. 
Children of the same age can build up com-
panionships not possible between the child and 
the adult. 
Assistance in preventing and eliminating behavior 
maladjustments. 
Tantrums, tears, bullying and timidities are 
recognized or reduced to a minimum in the 
Kindergarten. 
Esthetic factors. 
Encouragement and opportunities are in graphic 
and plastic art, music and literary composition. 
An advancing program. I 
The Kindergarten program leads to a gradual in-
troducing of responsibility and academic activity 
and the child can take on the more formal sub- I jects in the grades with considerable ease. 
Transfer to the home. 
Fundamental behavior patterns in play, health 
and work habits can be carried over to the home. 
9. Parent education. 
By means of observation of the group and con-
ferences with the teacher, parents obtain a more 
adequate concept of child needs and behavior. 
10. Parent freedan. 
I 
I 
2 
By means of the short Kindergarten day the parents 
are not depriied of the e3sential home relation-=====41==-"==o..==----=.§~b=::i:::.l'~-a:::.:s::::_=t~h~e'===!:K~ll::::d::..:e:.:r~g2:a~rten 1s to su lement not __ r 
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replace1 the home. 
Gardl expresses much the same thing as Risser and 
Elder in that the Kindergarten is an important factor in 
later Elementary SChool achievement as it enables pupils to 
undel't ake the w ark of the Pil'st Gl'ade successfully and to 
maintain almost unbroken progress through the fil'st six 
gl'ades. He says that pupils who have had Kinderg9.I'ten 
tl'aining make higher achievement scores than pupils who 
have not had such tl'aining. 
Vyel's2 experimented over a pel'iod of one yea!' with 
eighty-eight first grade pupils, fol'ty-four of whom had 
had Kindel'gal"ten tra"ining and forty-four had not. Ratings 
were made in l'eading, numbel's, spelling, writing, music, 
. language, and social sciences. Certain social attitudes 
as health habits, playing games, work and study habits and 
the ability to get along with other childl'en were tabulated. 
The results indicated that the childl'en of the Kindel'-
gal'ten gl'oup did better than those 1n the Non-Kindel'garten 
gl'oup in Grade One in subject matter and in the ability to 
adjust to school conditions. 
I 1. Gal'd, wlills. "Influence of Kindel'gal'ten on Achievement 
II 
in Reading." Ohio State UniversiU, Educational Reseal'ch 
Bulletin, PP• 136-138. Aprli 1934. 
2. Myers, Vest c. "Is it Worthwhile to Send Your Child to 
Kindergarten?" EdUcational Method 15: ~88~389; Apl'il 1936. 
2 
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ca~cel carried on an investigation 1n New York where 
children could enter school at the age of five if their 
parents desired it, but it rested with the Board of Educa-
tion of each city or school district to determine whether 
Kindergarten classes should be provided for these younger 
beginning children. In the 1929-1930 groups, data were 
obtained from seventy-three schools maintaining Kinder-
gartens and from eighty-one that admitted Children directly 
to Grade One. Fifty-six percent of the Kindergarten group 
(2,334 Children) made normal or rapid progress as compared 
with twenty-eight percent of Grade One group (1,475 chil-
dren). Similarly thirty-two percent of the first grade 
group were retarded two or more years as compared with 
~ 
twelve percent of the Kindergarten group. 
Wellman2 was concerned with the mental growth of the 
same individUal from the pre-school to college entrance. 
Her results indicated that pre-school attendance permanently 
affected mental ability and resulted in higher scores at 
high school and college ages. In this study, college en-
trance qualifying examination percentiles were obtained on 
1. Ca~ce, Morrison J. "fnriuence of Kindergarten on the Age-
Grade Process of Children Entering School Under Six Years 
of Age." American Educational Research Association: 
Role of Research in ~dUcational Progress, Official Report, j 
1937, P• 255 (p. 19-21). 
2f Wellman, Beth L. "Mental Growth from Pre-School to I 
College." Journal of Experimental EdUcation 6: 127-138; 
December 1937. No. 2. 
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seventy-eight students, twenty-one of whom had attended 
pre-school and fifty-seven of whom had not. American 
council of Education Intelligence Test percentiles per age 
were obtained on eighty-two high school students, forty-one 
or whom had attended pre-sChool and forty-one of wham had 
not. The pre-school children were matched with non-pre-
school primary children on initial I. Q. and years of atten-
dance after pre-school. 
The pre-school children made higher scores on both the 
council and College Examinations and the ratios were 1.7 
and 1.9 or 96 and 97 Chances in 100 of superiority. Wellman 
concluded that early favorable environment has a permanent 
advantage for mental growth and that the development of the 
intelligence appears to be beneficial to the "whole" child, 
his educational achievements, his personality characteris-
tics, interests, outlook on lite, and his contribution to 
society. 
A year later, Cayce1 investigated achievement in the 
Elementary Schools and found that more than eighty percent 
of the Kindergarten group made normal or accelerated pro-
gress as compared with fifty-eight percent ot the first 
grade entrants. , Moreover, the progress of these 13,730 
1. 
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children showed that retardation beyond the first grade was 
greater for the Grade One group than for the Kindergarten 
group. 
In 1936 Gordon1 measured the value of Kindergarten 
education by studying the effects of such education on 
habits of behavior and on school achievements. The experi-
ment was concluded in June 1938. The investigation was con-
ducted in two of the largest cities in the Metropolitan 
area of Boston. The Children in one city group attended 
Kindergarten. There were two hundred and twelve pupils in 
this group. The one hundred and !"our children in the other 
city did not attend Kindergarten. During the investigation 
some pupils transferred to private schools. The final re-
sults were obtained on seventy-eight Kindergarten and forty-
four Non-Kindergarten Children. The parallel group method 
was used. 
The groups were equated on four bases: mental age, 
initial behavior habits status, chronological age, and 
social economic level. In 1937 the Kindergarten and Non-
Kindergarten groups entered Grade One. The schools in both 
cities were similar in type, size, organization and adminis-
tration, end similar facilities. The instruction in Grade 
1. Gordon, Mary G. *An EXperimental Investigation of the 
Value of Kindergarten Education." Unpublished Doctor's 
Thesis. Harvard University, 1940. 234 p. 
![ ___ ~~--
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one was similar on the basis of studies, activities and t~e 
allotments, though the quality of instruction may have 
varied. In order to determine whether the Kindergarten 
group possessed more desirable behavior habits than the 
Non-Kindergarten group, subjects were rated by the teacher 
on a rating scale devised by the experimenter entitled 
"Pupil Behavior Rating Scale". 
The subjects listed in the scale were: deportment, 
industry, cooperation, health habits, self-reliance, leader-
ship, and initiative. 
It was then considered necessary to determine whether 
rating standards of teachers varied and to what exten~ so 
another seale was devised by Gordo~entitled "Pupil Be-
havior Rating Scale on Descriptions of PUpil Behavior". 
Analyzing the data gathered from the investigation, 
Gordon concluded that: 
1. Kindergarten children possess more desirable 
habits of behavior than Non-Kindergarten group. 
2. After attending Grade One for approximately one-
half school year, Kindergarten Children still 
possess more desirable habits of behavior than 
Non-Kindergarten group. 
3. At the end of Grade One there was no significant 
difference in the behavior habits of the Kinder-
garten and Non-Kindergarten groups. 
4. Kindergarten gives children no advantage in re-
gard to subsequent school achievement. 
Ibid., p. 1-234. 
~-~ 
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Gordon concludes that Children who have attended Kin-
dergarten possess mare desirable habits of behavior than 
similar children who have not attended Kindergarten when 
they enter Grade One and part of the year, but at the end 
of the first grade there is no difference in the behavior 
traits of the two groups; and that Kindergarten education 
gives children no advantage in regard to subsequent school 
achievement. 
Hartman1 compared two public school systems in Texas 
to determine the social and academic status of Kindergarten 
and Non-Kindergarten elementary school children. His study 
consisted of a social teat, California Test of Personality, 
and the Gray-Votaw Achievement Teat and then comparisons 
were made between the two school systems. 
The results of the achievement test were not in har-
mony with the results or the social test, but Hartman 
arrived at the following conclusions: 
1. that the children with Kindergarten training are 
generally superior to the children who have not 
had Kindergarten training. 
2. that the children in Grade One with Kindergarten 
training are superior in achievement though 
their mental rating is slightly inferior. 
3. that the results of Kindergarten are more no-
ticeable in Grade One only. 
1. Hartman, H. R. "social and Academic Status of Kinder-
garten and Non-Kindergarten Elementary School Children." 
Master's Thesis. Denton, Texas: North Texas State 
Teachers College, 1940. 
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Stoddardl in an answer to the el'i tics of the Iowa 
Studies ct: Wellman and her associates, reported that seven 
out of ten research centers demonstrated that children 
attending pre-school do tend to gain in I. Q., while in 
the reports of three research centers the average I. Q. is 
not given. He pointed out that no center reported a loss 
on the retesting of children attending the pre-school from 
a period of six months to three years. In some cases the 
gain was substantial; in other cases it was not statisti-
cally significant. The following table is from this study. 
Univ. of Minnesota 
R. I. College Edu. 
Western Reserve u. 
Number of Years Pre-School Attendance 
Year-Less 
Av.I.Q. No. 
Gain Cases 
Two Years 
Av.I.Q. No. 
Gain Cases 
51 
--- --
---
Three Years ---
Av.I. • No. 
Gain Cases 
5.8 1:5 
--- --3.'7 19 
Utah State Agr.Col. 
, Univ. of Calif. 
4.6 
1.8 
2.6 
3.3 
84 
54 
26 
30 
14.2 -- ---29 
---
--Univ. of Michigan 
Univ. of Cineinn. 
II 
Winnetka Pub.Schs. 
Merrill-Palmer Schs. 
Univ. of Iowa 
not 
not 
not 
5.5 
6.6 
given 
given 
given 
103 
652 ---10.4 -- --228 10.5 6'7 
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The evidence given in this chapter covers only one phase 
of the effectiveness of Kindergarten training--the relation 
of progress and achievement in later sChool life as a result 
of Kindergarten experience. 
1. StoddardA George D. "An Answer to the Critics of the Iowa 
Studies. School and Society 51: 629-5:56; April 2'7, 1940. 
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CHAPTER III 
THE EFFECT OF KINDERGARTEN TRAINING 
ON EMOTIONAL AND SOCIAL DEVELOPMENT 
The evidence available ~rom research ~indings shows 
that a Child's earliest years are by ~ar the most important 
in shaping personality characteristics. By six years his 
, speech, health, social adjustment, habits and attitudes are 
so advanced that the e~forts o~ the school are conditioned 
by his earlier experiences and o~ten the potentialities of 
many Children ~or reaching fUll development are impaired 
and thwarted. 
It has been ~ound that Children Who have educational 
experiences outside their home are much farther advanced 
in social responsibility, motor coordination, health habits, 
and adaptability to new situations and the Kindergarten 
provides an environment in which desirable personality 
development may take plaoe.1 
It has been shown that muCh o~ the social ineffective-
ness of older children is the result o~ ignorance and in-
experience rather than of 'inherited tendencies, willfUl 
behavior, or lack of sociability. By appropriate training 
1. GoodyKoontz, Bess, Davis, Mary D., and Gabbard, Hazel P. 
"Recent History and Present Status of Education for 
Young Children." National Societf for Study o~ EdUcation, 
Forty-Sixth Yearbook, Part II. 5 -69 p. 
in skills that give social perceptibility and experience 
in guiding others, children who are submissive, outcasts, 
or nonparticipants can acquire new social behavior traits 
that will enable them to become well adjusted, happy mem-
bers o~ society. The social patterns which are established 
early are stable and a~fect later behavior.l 
Marsh2 experimented in 1914, in the Edgewood Public 
School in Pittsburgh, Pennsrlvania, to determine the e~tect 
ot Kindergarten on eharacter traits. Data were obtained on 
three hundred and eighty children 1n the ~1rst twelve grades 
o~ the Edgewood School. 
The study was based on teachers' estimates of the 
~ollowing seventeen qualities: 
1. Self-confidence 
2. Moral Attitude 
3. Love of Nature 
4. Ability to mix 
6. Friendliness 
6. Interest 
7. Attention 
a. Ability to think 
9. Originality 
10. Observation 
11. Response to ideas 
12. Response to direction 
13. Manual ability 
14. Cleanliness 
15. Orderliness 
16. Oral expression 
17. Ability to play 
The children were given ratings o~ 1, 2, or 3, on each 
trait with 1 as the highest rating. Comparisons were then 
1. Anderson, J'ohri E. -wtrhe. Theory of Early Childhood Educa-
tion." National Society far the Study of EdUcation, 
Forty-Sixth YearboOk, Part II. 7o-86 p. 
2. Karsh, L. Alden. "Kindergarten vs. Non-Kindergarten 
Children with Respect to Certain Traits of Character." 
Elementary SChool .Journal 15: 544; June 1915. 
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made of each trait for each grade of all children who had 
had Kindergarten training with those who had not had Kinder-
garten training. The Kindergarten trained group received 
superior ratings in love of nature, sociability, originality, 
1 
response to ideas, o.ral expression, ability to thtnk, and 
the ability to play. 
The Non-Kindergarten group was superior in manual 
ability, orderliness, moral attitude, and attention. Marsh 
concluded that Kindergarten was favorable to "qualities 
which make far richer, larger living". 
Goetchl found that the social effects from Kindergarten 
training are manifest in all the grades and revealed signi-
ficant differences between the Kindergarten and Non-Kinder-
garten trained pupils on the basis of social rank estimates 
made by teaChers. He feels that these differences are the 
result of activities participated in and experiences ac-
quired in the Kindergarten. 
Bacon2 feels that emphasis should be placed upon inde-
pendence in thinking, respect for property right, taking 
turns, neatness and orderliness and consideration for others-
and that there should be measurable improvement of these 
1. Goetch, Edward William. "The Kindergarten as a Factor in 
Elementary School Achievement and Progress." Universit~ 
of Iowa Studies, Studies in Education 3: No. 4, 4'; 192 • 
I 
2. Bacon, Clarissa R. "A Study of Kindergarten Trait Ratings." 
Childhood Education 9: 133-38; December 1932. 1 
v 
• 
traits during the year. 
In a study reported by Dawe,l she didn't wholly agree 
with other research findings as she felt that Kindergarten 
training is more intent upon the improvement of the child's 
participation in activities than upon the improvement of 
social behavior, personal conduct, language, and the con-
stant aot of thinking. 
MacDougall2 says that it is unfortunate that so many 
school people of wide experience and many contacts miss 
the true purpose of Kindergarten. He feels that there is 
a waste in courses, materials, and equipment. Instruction 
that could be diverted to the most valuable training in the 
curriculum, to many of the most fUndamental reactions and 
habits essential to our social and economic structure--a 
well equipped Kindergarten and a skilled, cultured, college 
trained Kindergartener. As a result of questioning many 
parents on t~e values they felt their child obtained from 
Kindergarten training, he lists 
Training Received: 
1. growth and breadth of interest against 
never ending irrelevant questions 
2. more sociable 
3. less self-consciousness 
4. adapts himself to other children 
1. Dawe, Helen c. "Raising Standards of Behavior in the 
Kindergarten." Elementary School Journal 35: 295-303; 
December 1934 • 
. 2. MacDougall, Stewart E. "The Kindergarten Pays." 
Childhood Education 11: 29-34; October 1934. 
36 
il.--~ 
I 
5. plays happily with other children 
6. more inclined to conversation 
7. more polite 
a. to say courteous things easily and appropriately 
9. self assertion and decision 
10. more highly developed imaginative powers 
11. increase in vocabulary 
12. good listening habits 
13. development of humor, happiness, and optimism 
1n the maladjusted child 
MacDougall says that 
Every child needs a Kindergarten and every 
Kindergarten a skillful, cultured, college teacher 
and that Kindergarten is not a costly phase of 
education, but one that pays in values of in-
estimable worth. 
Coy and Tedstenl attempted to find if the child who had 
Kindergarten training was better adjusted socially than the 
child who had not bad Kindergarten training. They studied 
one hundred and sixty-nine children attending the first 
half of First Grade in the Public School of Kalamazoo, 
Michigan. The ratings were made about two months after en-
trance into Grade One so as to eliminate all school 
outside of Kindergarten. Each child was rated on a 
trait, five point rating scale, an adaptation of "A 
influence ! 
two I 
Rating I 
Scale for Social Behavior of Young Children" by Esther v. 
Berne of the Iowa Child Welfare Research. 
Each teacher in Grade One rated her class but was not 
1. Coy, Genevieve t. and Tedsten, Dorothy. "A Study of Be-
ginning First Grade Children to Determine the Effect of 
Kindergarten Training on Social Behavior." The Practical 
Value of Earl~ Childhood Education. Bulletin of the 
A. c. E., Was lngton, b. c., 1§34. 25-29 P• 
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informed or the purpose of the study. After the rating was 
completed and the sheets handed in, each teacher was asked 
to designate whether children had not attended Kindergarten 
at all, had attended for half' a year, one year, or one and 
a half' years. Among the supplementary data were included 
the Binet Intelligence Quotient and the Chronological Ages 
at the tfme of' rating. In tabulating the results it was 
found that only six children had not had some Kindergarten 
training, so these were dropped f'rom the study. The re-
maining 169 were distributed as follows: 
Kindergarten--half' year 42 
Kindergarten--one year 97 
Kindergarten--one year and half' 30 
When the mean scores were obtained it was found that 
the Kindergarten one year group scored higher than the 
Kindergarten half' year group, and the Kindergarten one and 
a half year group scored highest. The scores follow. 
Averae;e I. S• and C • A. 's for the Three Kindere;arten Grou2s 
Kindergarten t Kindergarten 1 Kindergarten 1! 
I. Q. 98.46 15.6 108.52 15.3 109.3 10.4 
c. A· 6 :5.2 6 3.8 6 4.7 
".I 
u 
---
The following table is from the Coy, Tedste~ study and 
shows the average on each trait for each group. 
Avera~ Scores of Each Kindersarten GrouE on Each Trait 
u K 1 H! Exper. Ave. S.D. Ave-:-Ave. • • Coef.dif. 
Traits of Av. of Av. between 
Ki & Kli 
• Obedience 3.9:3 3.93 4.26 
--- ---
Seeking 
Approbation 3.62 .16 3.8:5 4.00 .16 .so 
3. Interest in 
Group 3.66 .14 3.90 4.13 .16 .'79 
4. Independent 
of Authority 3.5'7 
---
3.54 3.60 
---
5. Cooperation 3.50 
---
3.'79 3.'70 
--- ---
6. Respect for 
Rights of Others 3 .66 .12 3.82 4.10 .13 .89 
'1. !'artic1pat1on 3.62 
---
3.74 3.80 
--- ---
• Sociability 3.54 .16 3.'73 3.90 .16 .5'7 
Kindness 3.8'7 .11 3.98 4.43 .09 1.43 
Lack of 
I Rivalry 2.99 .16 3.20 3.42 .16 .69 
I 1. Appreciation I of Humor 3.62 .14 3.93 4.03 .1'7 .6'7 
12. Social Control 3.23 
--· 
3.58 3e3'7 
--- ---(s. Leadership 2.92 .1'7 3.05 3.33 .19 .5'7 
14. Initiativeness 3.32 
---
3.36 3.58 
--- ---
s. Lack of Teasing 3.42 .15 3.46 3.81 .19 .58 
116. Responsibility 3.42 .15 3.'12 3.83 .19 .61 
'1'7. Critical Power 3.03 
---
3.32 3.16 
--- ---
18. Unselfishness 3.'72 .12 3.88 4.15 .09 1.02 
19. Sensitiveness 3.65 
---
3.46 3.'1'7 
--- ---
o. Politeness 3.'11 .11 3.96 4.29 .10 1.41 
1. Ibid., P• 27. 
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From a comparison of these scores for each Kindergarten 1 
group on each trait, they concluded:1 
1. Each term spent in Kindergarten by children of 
similar mental and Chronological ages tends to 
result in higher scores on Traits 2, 3, 6, 9, 
10, 11, 13, 15, 16, 18, and 20, indicating that 
the longer the child has been 1n Kindergarten 
the better he is able to cope with both person 
to person and person to group contacts. 
2. The length of time in Kindergarten did not appre-
ciably influence scores on Traits 1, 4, 7, and 
14. 
3. In the case of Cooperation, Social Control, 
Critical Power and Sensitiveness, those children 
Who spent one year in Kindergarten scored higher 
than those or the other groups. 
The study indicated that Kindergarten experiences 
definitely aid children to a better social adjustment. 
In the judgment of Blatz, Chant and Salter2 there is a 
growing recognition of the importance of emotional develop-
ment within the child and that the incidence or emotional 
behavior tends to decrease as the child increases in chrono-
logical and mental maturity and learns more adequate and 
socially acceptable forms at behavior. 
Great emphasis is placed on the value of Kindergarten 
,I by Lowrey3 who asserts that it provides the basis for 
1. Ibid., 29 P• 
2. Blatz, William E., Chant~ s. N. F., and Salter, M. D. 
"Emotional Episodes in the Child of SChool Age." Child 
Development Series No. 9. Toronto: University of Toronto, 
1937. 
3. 
qfl. 
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character education at the most important period of a child's 
1 development. 
The committee feels that the Kindergarten provides a 
wide variety of experiences that facili~ates the adjustment 
between the comparative social isolation of the home and the 
more rigid social organization of the grades; that it offers 
an opportunity for creative activity and rectifies or 1m-
proves unwholesome emotional attitudes which may have been 
developed. 
The commission arrived at the following conclusion: 
that from all aspects of educational achievement, social 
adjustnBnt, character, and personality developnent, Kinder-
gartens are an absolutely essential part of elementary school 
education. 
. 
Analyzing the data from a review of research on the 
impact of environment, it is the opinion or Arrington! that 
there 1s a need to examine what constitutes social and cul• 
tural patterns and that reliable instruments are necessary 
to secure the needed information. She also feels that be- • 
side the necessary reliable observation records there is a 
need to overcome emotional biases. 
~I 
I 
1. Arrington, Ruth E. "The Impact of Environment on the 
Social and CUltural Development of the Pre-SChool Child." ' 
Journal of Educational Sociology 10: 451-63; April 1937. 
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Hartman •l study in Texas of two school systems of 
approximately the same siEe and with similarities in school 
and home environment with the exception that in one there 
was a Kindergarten and in the other the children entered 
directly into the f'irst grade, f'ound that the children in 
First Grade who had had Kindergarten training were greatly 
superior in all phases of self and social government. 
In his social tests he used the California Test of' 
Personality. The advanced series, Grades Four - Eight, 
were given to the primary grades orally 1n groups of' six. 
Hartman 1n analyzing the results of the study says 
1. that Kindergarten children are generally 
superior to tm children who have not had 
Kindergarten training, especially in per-
sonal and social adjustment 
2. Kindergarten children are more self-reliant 
3. Kindergarten children are able to carry on 
their business without constant care or 
direction 
4. Kindergarten children are more aggressive 
5. results of Kindergarten training more no-
ticeable in Grade One as gaining in su-
periority over the Non-Kindergarten group. 
In a general summary of their results gathered from an 
investigation by Griffith, Stimpson and Witmer2 it is shown 
1. Hartman, H. R. "social and Academic Status of Kindergarten 
and Non-Kindergarten Elementary School Children." 
Unpublished Master's Thesis. Denton, Texas: North Texas 
State Teachers College, 1940. 
2. Griffith, B., Stimpson, M., and Witmer, H. 0 Pacta.rs In-
fluencing Changes in School Adjustment Between Kinder-
~arten and Seco~d Grade." Smith College Studies 1n Social Work 11: 191-284• 1941. 
' 4:2 
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that the kind of adjustment children make 1n Kindergarten is 
highly, predictive of what they will be doing two years 
later--especially if they are making a good adjustment in 
Kindergarten. Their findings reve a1 that children are very 
likely to maintain their Kindergarten adjustment status un-
less definite Changes take place in their home and, to a 
lesr extent, the 1r school situation. 
Addyl believes that the majority of reading problems 
are problems that have as their roots the emotional, social, 
and physical immaturity or disturbance of the child suffering 
with reading difficulties. The whole personality or the 
child is integrated in the process of learning to read and 
where there is failure there are otten symptoms of a mal-
adjusted personality. In speaking of this, Addy feels that 
. reading habits are dependent on the interrelation of environ- I 
mental conditions, past experiences, and present preoooupa- I 
tiona. 
In a report 1n the Teacher's College Record2 of 1946-47, 
the Staff of the Horace Mann School felt that emphasis 
should be placed on a positive and constructive social en-
vironment that will provide for the full productive powers 
1. Addy, Martha t. "Tbe Influence of Personality Traits on 
Reading Ability of Elementary School Children." Educa-
tional, Administration and Supervisi2n 32: 555-558; 1946. 
2. Staff of Horace Mann Lincoln School. "charting a Course 
for Educational Progress." Teachers College Record 48: 
35-59; 1946. 
of children and will gi~ to them the confidence or group 
solidarity which is a basic need or the times; and to de-
velop within them the ability to adapt themselves into 
cooperative, thinking and creative personalities in which 
they will be enabled to work with others, use practical 
intelligence in solving problems or human concern, and to 
make intelligent adjustments to situations. The construc-
tive development or a wholesome personality should not be 
minfmized, but rather its importance should be recognized 
by all teachers or children. 
Andersonl believes that, "we not only need to know how 
to create a good environment for children; once created, we 
need to know how to maintain it". By acquiring knowledge 
and understanding of the factors which are subject to con-
trol, he feels that we will be able to guide the process 
of growth and development more effectively and thus improve 
the adjustment of all children. 
!. Anderson, John w. "Personality Organization 1n Children." 
The American Psychologist 3: No. 9, 409-416; September 1948. 
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CHAPTER IV 
THE TEACHER 13 PERSONALITY AS AN INFLUENCE IN THE 
ACHIEVEMENT OF EDUCATIONAL GOALS 
The teacher's personality is one factor in determining 
pupil progress and it has been recognized that the intel-
lectual and personal growth of pupils is almost certain to 
be influenced by the nature of the teacher's mental and 
physic a1 ~ a1 th. 
Carr1ngton1 feels that teachers who live healthy, 
gracious and fine lives, who have a s4nse of humor, and 
love their fellow men, who appreciate beauty, are respected 
by the community and loved by their children are an in-
fluential factor in the lives of school children. 
Goldrich2 claims that "one cannot share with others 
qualities which he himself does not possess". He expresses 
much the same thing as Carrington 1n that a teacher must 
possess desirable habits, healthy attitudes, and valuable 
character traits of a well balanced, well integrated per-
sonality in order to influence and to help children attain 
the proper adjustment • 
1. Carrington, Evelyn M. "Teacher Personality as a Factor 
Child Adjustment." Fifteenth Yearbook of the National 
Educational Association, 1936. 386-394 p. 
2. Goldrich, Leon w. "Influence of Teacher Personality Upon 
Pupil Adjustment." EdUcation 57: 257-63; January 1937. 
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Analyzing the interrelated and integrated elements of 
healthy personalities found in teachers who are a go od in-
fluence upon children, Goldrich reveals the following 
characteristics& 
(1) 
(2) 
(3) 
(4) 
(5) 
thorough understanding of child nature of 
the total individual child in his total 
past and present environment and at his 
present maturing developmental level, 
sympathy with the point of view, the feelings 
and needs of the child, 
patience with the child 1 s limitations, 
caused either by heredity or environmental 
influences or both combined; or by the 
child 1s lack of meaningful life experiences 
in loss of wholesomely stimulating oppor-
tunities for normal growth and development; 
insight into causes and purposefulness of 
the Child's behavior--the pleasures, the 
privileges or goals sought by the child; 
the pains, the punishments or loss of 
privileges which he seeks to avoid, and 
the strength ot will and degree of self-
control which he exercises; 
love for every child--seeking the good in 
each child. 
He feels these qualities may be acquired by teachers 
through their daily friendly relationships with children, 
through their association with respected adults in the com-
munity and through their own participation in worthwhile 
social activities. 
Laycock1 defined a mentally healthy teacher as one who 
1. Laycock, Samuel R. "!eachers' Influence on the Mental 
Health of Pupils." School 26: 191-195; November 1937. 
I. 
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has achieved a satisfactory philosophy of life; understands 
her own problems; has achieved social adequacy, emotional 
maturity and balance; finds enjoyment 1n her work; and has 
established a good set of living habits. 
such a teacher will look upon education as guidance 
of the whole child, recognize individual differences, in-
terpret discipline as the dev~lopment of pupil self-control 
and self-direction, regard pupil difficulties from the 
stand point of a diagnostician and realize her responsi-
bility as a social engineer. 
A comparative study was made by Nichols, orthington 
and Witmerl on the teacher's personality as a factor in 
determining pupil progress. The study was made of children 
ot two Kindergarten sChools in the same city for a one 
semester period--
School A - Well equipped and taught by a highly 
qualified teacher 
School B - Poorly equipped and taught by a less 
capable teacher 
The two groups were found to differ considerably at the 
close of the semester. The findings revealed that the un-
favorable attitude and attention of the teacher, if it 
duplicates the Child's hame environment, is detrimental to 
his adjuetme~t. Theyaso felt that the favorable attitude 
I. Nichols, M. b., Worthington, J., and Witmer, H. "The 
Influence of the TeaCher on the Adjustment of Children 
to Kindergarten." Smith College Studies in Social Work 
9: 360-402; 1939. 
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of the teacher is helpfUl to the child's development but it 
cannot compensate for severe emotional deprivation at home. 
The security the children have with the teacher is the 
moat important factor in the child's adjustment to the 
learning process. 
In an investigation made by Griffiths, Stimpson and 
Witmerl they ascertained that understanding teachers are 
influential in the emotional life at the child. Their 
findings reveal that the kind of adjustment children make 
in the Kindergarten 1s highly predictive and will be main-
tained unless definite changes take place in the home or 
school environment. 
Anderson and Brewer2 are or the opinion that the tea-
cher's personality bas a direct and persistant influence on 
the development of children and that it is too important a 
part or the learning process and too effective in the 
achievement of educational goals to be disregarded. The 
personality of the teaCher is essential for effective re-
lationship between teaChers and pupils and contributes to 
the development or the individual and the group. 
In an article 1n the Forty-Sixth Yearbook of the 
National Society for the Study of Education, Almy and Snyder3 
1. Griffiths, B., Stimpson, M., and Witmer, H. "Factors In-
fluencing Changes in School Adjustment Between Kinder-
garten and Second Grade." Smith College Studies in Social 
~ 11: 191-284; 1941. 
2. Anderson, Harold H. and Brewer, Joseph. "Teachers' Class-
room Personalities." Elementary School Journal 46: 
126-129; November 1945. 
3. Almy, Millie c. and Snyder, Agnes. "The Staff and Its 
Preparation." National Society for the Study of Educa-
tion, Forty-Sixth Yearbook, Part II. 224-245 p. 
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are of the opinion that there is no definite teacher type 
and that no particular personality is better than another 
as a teacher, as a great variety of personalities are 
needed in the teaching profession. 
They believe that teachers are not born; they are made 
by experiences, by hard work, by the development of con-
victions, and through the guidance of others who are, them-
selves, excellent teachers. 
l 
. -I 
In their estimation there are certain personal traits 
which are vital in relation to teaching Kindergarten chUdren. 
These are the traits: 
1. Physical Stamina 
To teach young children requires a tremendous 
amount of physical stamina as working with 
children under six years old a teacher crosses 
the roam dozens of times a day, constantly 
stoops and bends, moves fUrniture and eqfttpment 
to suit changing activities, and in addition, 
frequently works in roams and buildings ill 
adapted to needs of the children. 
2. Emotional Stamina 
To teach young children requires a tremendous 
amount of emotional stamina and this is some-
thing mare than mere control or patience. It 
is this quality which helps a teacher maintain 
perspective when confronted with many and 
varied situations--and still be able to laugh 
and have :f\ln with the youngsters. 
3. World-mindedness 
The teacher of young children must be wo~ld­
minded and recognize that her fUndamental task 
is to develop the kind of human relationships 
in the classroom which will help children to 
grow into people who can deal adequately with 
world problems later. 
4. Growth and Development 
To teach young children requires a thorough 
understanding of growth and development and 
to be alert to the processes involved in the 
acquisition of the skills which are demanded 
1. 
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of children in a reading culture such as ours. 
Symondsl believes that a teacher's personality has a 
definite influence on the personality and adjustment of the 
individual chUd. It is a contributing factor towards a 
more integrated, more tolerant, more sympathetic, more 
stable emotionally, and a better adjusted child. 
itty2 feels that 1n a classroan imbued by the spirit 
of friendliness, sympathetic concern and the genuine affec-
tion of the teacher, the happiness and success derived by 
the Child from such an environment are powerful contributors 
to the wholesome personality adjustment of the Child. 
1. Symond, Percival. 8Personality of the Teacher." Journal 
of Educational Research 40: 662-660; 1946-47. 
2. itty, Paul. "An Analysis of the Personality Traits of 
the Effective Teacher." Journal of EdUcational ResearCh 
40: 662-671; 1946-47. 
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CHAPTER V 
THE EFFECT OF KINDERGARTEN TRAINING ON 
READING AND NUMBER READINESS 
Reading Readiness 
The importance o.f a knowledge o~ Reading Readiness can 
only be understood when the term is accurately defined. 
. \ 
"Reading Readiness," as defined by Murpby,l "is teaching 1 
the necessary skills to prevent confusions later in reading." 
According to Evans,2~eading Readiness is a stage of 
growth before whiCh it is not economical to attempt to teach 
reading and a~ter which there is no advantage in postponing 
it." 
Every Kindergarten teacher should be able to recognize 
the psychological and physical factors that bring about a 
child's readiness to read. 
l.Murphy, Helen A. -,.An Evaluation of the Effect of Specific 
Training 1n Auditory and Visual Discrimination on Be-
ginning Re~ding." Unpublished Education Doctor's Thesis. 
Boston: Boston University, 194~. 
2. Evans, · clara. "Reading Readiness for the Kindergarten." 
Elementary English Review : 143-146; March 1945. 
l 
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READING READINESS AS A FACTOR IN KINDERGARTEN 
The factors which influence reading readiness are com-
plex--some are known as distinct abilities and may be mea-
sured and observed. 
Others are levels of maturity and in many instances 
may be measured and observed. 
Some of these are fostered by a well-executed teaching 
program and others are not influenced by any teaching pro-
gram of the school. 
These factors may be Classified as: 
(1) 
(2} 
(3) 
Intellectual Development 
Physical Development 
Personal Development 
Intellectual development is of the greatest importance 
as reading is an intellectual process and the factor that 
most determines reading readiness is that of mental age ••• 
and one of 8.6 mental age assures the most success. 
In addition to mental age there are particular factors 
necessary tor reading success. They are: {1_} the ability 
to see likeness and differences; (2) the a~ility to remember 
ward forms; (3) memory span of ideas; (4) ability to do 
abstract thinking; and (5) the ability to correlate abstrac-
, 
tiona with definite responses. 
The first two are closely related, for one must be able 
to see likeness and differences before one can remember word 
forms--this may be developed by definite training in accurate 
and precise observations. 
Acute hearing is important as a child learns to attach 
meaning to printed symbols through the medium of spoken 
language. 
or the physical factors, vision and hearing vitally 
affect reading, and in addition to mental and physical de-
velopment, a child should be well developed personally. 
Learning is often interfered with due to an emotional mal-
adjustment to a school situation. 
Kindergarten experience aids a child in adjusting him-
self emotionally through developing good work habits and 
desirabl~ attitudes toward reading, classmates, and teachersl 
Teegarden2 made a study of the contributions or Kinder-
garten to children coming from the social back round of in-
dustrial and middle-class districts. The purpose of this 
study was to detect in the first month of school those 
children with a stronger tendency to reverse and contuse 
letters and words in order to find ways of helping them 
before failure • 
Tests devised by Teegarden to measure a child's ten-
dency to reverse and confuse letters and words were given 
1. Harrison, M. Lucille. Reading Readiness. Houghton, 
Mifflin Company, 1936. 
2. Teegarden, Lorene. "The Kindergarten and Reading Re-
versals." Childhood Education 9: 82-83; October 1932. 
II 
during the first three weeks of school in industrial, middle 
class and residential districts of a city school system. 
The tests included reproduction from memory of any 
letters and fig1res already known to the child, discrimina-
tion of differences and similarities among printed letters 
and figures, and the copying of unfamiliar forms. Scores 
on the reversal tests were later correlated with actual 
reading achievement as measured by the Gates Reading Tests 
at the end of the year. 
Children with Kindergarten training as a group showed 
(1) less tendency to reverse and confuse letters and figures 
than did those withcu t that training, (2) they attempted 
mare on the reversal tests, and (3) did their work with 
greater efficiency. 
This was true in every school, but the difference be-
tween the Kindergarten and the Non-Kindergarten children 
was conspicuous in the industrial and middle class districts, 
while in the residential district the difference was only 
slight. 
At the end of tl':e school year it was found that reading 
achievement of Non-Kindergarten children was closely related 
to their performance on the reversal tests of the previous 
September. 
Not only had they done less as a group than the Kinder-
garten trained children, but their actual reading progress 
4 
seemed dependent on the reversal tendency shown in the Tests. 
Correlation between reversal test scores and reading for Non-
Kindergarten group was .75. The Kindergarten trained chil-
dren showed a correlation of .54. As indicated by the lower 
correlation, they were much more able to overcome even a 
strong reversal tendency and learn to read in spite of it. 
At the end of the year there were distinct differences in 
the various districts between Kindergarten trained and Non-
Kindergarten trained children. In the residential district, 
where slight differences were revealed in September, the 
differences were again slight at the end of the year, for 
approximately ninety percent of both groups had satisfactory 
reading scores in June. (The effect of Kindergarten training 
was seen in the marginal ten perc~nt who failed in Grade One. 
In this group most of the Non-Kindergarten Children ·failed 
in the first semester while most of the Kindergarten trained 
children got through into the second semester. In the middle 
class and industrial areas the results were quite different. 
Here the Kindergarten was apparently a more important factor 
in the progress of all the children. 
In tre middle class district, seventy percent of the 
Kindergarten trained children were reading satisfactorily 
at the end of the year, but only fifty-six percent of the 
Non-Kindergarten trained children. 
In the industrial district the percentages were forty 
5 
percent for tm Kindergarten trained and thirty-four percent 
for the Non-Kindergarten trained children. 
The percentage of failures was larger for the Non-
Kindergarten group than for the Kindergarten group. 
Kindergarten training apparently delays failure in 
those who fail, and 1n the middle class and industrial dis-
tricts included 1n this study, Kindergarten training dis-
tinctly increased the percentage of those who were_ promoted 
into Grade Two. 
Teegarden1 asks 
What is the special contributions of Kindergarten 
which enables children to do better on the reversal 
tests, and enables many individuals who have a strong 
tendency to reversals and confusion of symbols to 
overcome that tendency and learn to read in spite of 
it? 
She feels that the process of learning to read requires 
close attention to difference in form, position, and sequence 
of symbols, and the building up of habits of response which 
differ according to variation in the forms, position, se-
quence and combinations of the printed symbols. The Kinder-
garten gives continuous stimulation to observation and 
appropriate reactions or activity. It offers children 
opportunity for manipulation of materials, demands dis-
crimination of size, form and color, and encourages children 
to see similarities and contrasts, and to form judgments. 
It emphasizes left and right in ~mea and handwork and in 
1. Ibid., a~~3 P• 
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turning leaves of books~ thus preparing for the left to 
right eye movement demanded in reading. These are some of 
the features of Kindergarten training whiCh accounts for 
its value as a preparation for reading. 
Hilliard and Troxelll made an investigation of the 
bearing of a rich informational background on reading 
readiness and reading progress and found that if Kinder-
garten teachers provide a program of rioh and varied ex-
periences, the children will be more adequately prepared 
to read with success. Until a child has reached a stage 
of Reading Readiness~ learning to read is a laborious task~ 
and there is a danger of the child developing an aversion 
for this skill. 
Wilson, Fleming, Burke and Garrison2 conducted a study 
of Reading Readiness and reading progress in the Kinder-
garten, Grade One, Grade Two and Grade Three at the Horace 
Mann School in 1933. It was a cooperative stuqy of Reading 
Readiness and progress and culminated in the correlating of 
results of individual testing with (1) abilities with letter 
symbols, (2)... standard measures of Stanford-Binet M. A. and 
I. Q., weight and height~ and other psychological and physi-
1. Hilliard~ George H. and Troxell~ Eleanor. "Informational 
Background as a Factor in Reading Readiness and Reading 
Progress." Elementary School Jour~ 38: 255-26~; 
December 193'7. 
2. ilson, Frank T., Fleming, Cecile W.~ Burke~ Agnes~ and 
Garrison, Charlotte. "Reading Progress in Kindergarten 
and Prtmary Grades." Elementary School Journal 38: 442-
449; November 1939. 
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cal tests given to certain of the groups, and (3) measures 
of reading ability obtained (i) by individual testa o~ 
Kindergarten and First Grade pupils in word recognition 
(Gates Primary Reading Test Type I) and (b) tests bf Gates 
Reading Diagnosis Tests and the Stanford Achievement and 
Progressive Achievement in Grades One and Two; and (e) the 
teachers' judgments of their pupils' ability to read. 
The conclusions of the study were: 
(1) Many of the Kindergarten children knew many 
letters before words. 
(2) The Kindergarten and Grade One children who 
knew the most letters, farms, and sounds 
tended very definitely to be among the first 
to learn to read and to be the best readers. 
(3) The children who were ignorant of, or much 
confused about, letters, forms and sounds, 
tended very definitely to be the poor readers. 
In a significant study of Reading Readiness conducted 
by Gates, Bond, and Rusae111 of Teachers College, Columbia 
University in 1934, practically every type of test, rating, 
examination, or other means of appraisal which had then been 
suggested, or which the authors could think of as a means 
of predicting reading progress was investigated. 
The conclusions: 
1. From the total lists of tests, ratings ·and examina-
tions and appraisals employed in this study, those 
which gave the best predictions of reading ability 
1. Gates, A. I., Bond, G. L., and Russell, D. H. "A Signi~i­
cant Study of Reading Readiness." A Report on Their 
Monograph. "Methods of Determining Reading Readiness. 11 
Elementary School .Journal 40: 165-167; November 1939. 
1, 2, or 3 terms later were measures of reading 
progress or attainments at the time. This was 
as true at the time pupils entered school as 
later. When they enter school, pupils reveal 
different degrees of mastery of various types of 
information and skill which influence the pro-
cess of learning to read. 
2. The beat testa far predicting Reading Progress 
are tests of abilities, interests, and techniques 
which can be learned and, consequently, success-
fUlly taught. Reading Readiness, in other words, 
is something children have acquired in varying 
degrees; it is something to be taught and not a 
series of attributes for the development of which 
a teacher can do nothing but wait. 
As stated by Gates, it has long been recognized that 
children meet with varying degrees or success or failure in 
learning to read. A great deal of investigation has cen-
tered around the problem, therefore, of identifying the 
factors which enter into what is known as Reading Readiness 
and it is important that teachers be able to construct a 
Reading Readiness program for pupils Who have not yet had 
the experiences essential for a successful attack on reading. 
Factorl feels that in order to read, a child must have 
rich and varied experiences, a workaOle vocabUlary, proper 
muscular coordination, a desire to explore, and skills 
directly related to reading. 
Investigations2 have considered several factors 1m-
partant in the determination of Reading Readiness as predic-
i. Factor, Bernice. "Preventing Reading Failure Before First 
Grade Entrance." Elementarz English Review : 144-149; 
April 1940. 
2. Sullivan, Helen B. and McCarthy, Josep~"An Evaluation of 
Reading Readiness Materials." Education 62: 40-43; 
September 19=4=1~·~== 
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tive of later success in learning to read. Among these 
factors are the following: intelli~nce; interest; home 
background; meaning vocabulary or experiences; physiological 
maturity--particularly of the ocular system; ability to see 
likeness and differences in objects; geometric forms and 
words; and motor coordination skills. 
I According to Evansl Reading Readiness is all reading 
development which precedes the actual reading from a book. 
Reading Readiness is not only the desire or attitude toward 
reading but the biological readiness to learn it, a mental 
and physical readiness for it. 
Before a child can be expected to read successfully, 
he must be aOle to see well, hear distinctly, and speak 
correctly. He must also have a certain amount of social 
and mental development; that is, be must not feel tfmid or 
insecure and he must have a mental age of 6.4 at least. 
Finally, he should have attained a ~ertain ease with language; 
he must have certain specific habits and abilities needed 
in reading--the ability to concentrate and to discriminate 
between likes and differences, and the habits of following 
directions. 
There are many children who are not ready to read for 
various reasons such as immaturity and the most common reason 
1. Evans, Clara. 8 Readlng Readiness for the Kindergarten." 
Elementary English Re!!!! : 143-146; April 1945. 
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1 tor immaturity, according to Johnson, is round in the 
physical and medical history of the child. Contagious 
diseases, undernourishment, sight, hearing, and abnormal 
glandular development are often responsible for it. 
Children from homes where foreign languages are spoken 
tend to be shy and backward. 
Emotional difficulties, because of unnatural home con-
ditions such as death of a parent, separation of parents, 
or extreme poverty, may tend to make a child immature and 
not ready for reading. Low mental ability, lack of ooordina-
tion, insecurity, and laok of emotional stability are other 
factors which prevent a child fran reading. 
It is of the utmost importance for the teacher to give 
individual attention to each child. His difficulties should 
be charted and worked on until they are corrected. 
There are numerous causes ot failure in beginning 
reading and diagnostic tests are an aid to a teacher in 
finding the reasons for any possible reading disability 
and on the basis of these tests children may· be classified 
for particular types of instruction. 
The authors of the Murphy-Durrell2 test have concluded 
that the following are among the most important causes of 
1. Johnson, William. ~Development to Aid Pupils Lacking 
Reading Readiness." Elementary School Journal 42: 337-
346; 1945. 
2. Murphy-Durrell Dia~nostio Reading Readiness Test. World 
Book Company, Yorikers-on-the-HudSon. New York and 
Chicago, Illinois, 1949. 
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failure: 
(1) 
(2) 
(3) 
Lack of auditory discrimination of word elements. 
Children with excellent speaking vocabularies 
often fail to hear the basic sounds in words. 
Lack of visual discrimination of differences be-
tween words. Children confuse words and letters 
whiCh look somewhat alike; they fail to see the 
form of words. 
Improper adjustment of instruction to learning 
rate. 
The Murphy-Durrell Diagnostic Reading Readiness Test 
is designed to diagnose oases according to the specific 
nature of the difficulty and reveals what training should 
be given before beginning a formal reading program. 
Number Readiness 
In connection with a problem of first grade ~eadiness 
in numbers, MaoLatahyl conducted a study of 2,283 six year 
olds in Ohio during September, 1928. It was a random sam-
i pling and no assumption can be stated regarding the previous ' 
instruction of the members of these groups except that they 
had as yet no formi school instruction. The Cincinnati 
group is divided into the 349 children who had not attended 
Kindergarten and the 708 who had attended Kindergarten one 
year. The 1,226 children from ten other cities in Ohio are 
grouped together. 
r:-iiCLatchy, Josephine. "Another Measure of the Difficulty 
of Addition Combinations." Educational Research Bulletin 
12: No. 3, 56-61; March 8, 1928. 
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The twenty addition combinations used in the test were 
chosen at regular intervals from the Knight-Behrensl table 
showing the difficulty of one hundred addition combinations 
after two sets of combinations were struck out--the combina-
tiona containing zero and those with sums of more than ten. 
The measure which is used here is the percentage of t-he 
group which was familiar with the sum of a particular com-
bination. This is a negative measure of difficulty, for 
the measure which was known by the largest percentage is 
assumed to be the easiest and the combination known by the 
smallest percentage is assumed to be the most difficult. 
The orders of familiarity of the two groups, Cincinnati 
and Ten Cities, are not identical, but they are similar. 
The children who had attended Kindergarten had the advantage 
of a larger percentage of familiarity. This is probably 
due to the incidental number experiences which are a de-
finite part of the child's life in Kindergarten. 
The ranks of familiarity based upon corresponding 
percentage are given in Columns 4, 6, and 8 for the two 
groups from Cincinnati and the Ten Cities, and the varia-
tions in order are slight. The greatest difference lies 
between the particular percentage for the children who had 
1. Knight, Frederic B. and Behrens, Minnie s. "The Learning 
of 100 Addition Combinations and 100 Subtraction Com-
binations." 17-20 p. 1928. 
not attended Kindergarten in Cincinnati and the Ten Cities. 
The uniformly higher percentages for the Ten Cities are 
likely affected by the larger proportion of Kindergarten 
trained children in the groups from the Ten Cities, most 
of which had Kindergarten in their school systems in 1928. 
The following table is from this study. 
I 
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PAMILIARITY ARRANGED ACCORDING TO PERCENTAGES OF FAMILIARITY! 
I Percentase o~ Familiaritl 
I :1 Order o~ Cincinnati Cincinnati Ten Cities 
:1 Average Non-Kdgn Kdgn 
Pamiliarity Avge (349) ('708} 
-
(1,226) 
(2,283) 
~ Rank ~ Rank ~ Rank t- I ~ 4 ~ ~ 
I 5 1 
69 56 3 80 1 '70 1 
2 2* 6'7 59 2 '75 2 6'7 2 
3 1* 67 62 1 73 3 65 3 
7 1 62 50 4 72 4 65 4 
1 7* 52 42 5 59 6 54 5 
6 1* 51 38 8 62 5 52 6 
1 9 50 41 6 59 7 49 9 
1 6 49 40 7 56 8 50 8 
I 8 1* 46 35 9 54 9 49 10 
I 
5 2 41 31 12 48 10 45 11 
8 2 41 32 10 48 11 43 12 
I 2 6* 41 26 13 44 13 53 'l 
I 
I 2 4* 39 31 11 45 12 40 13 I 
2 8* 35 25 14 41 14 39 14 
4 4 32 24 15 35 17 38 15 I 
4 6ifo 31 22 18 39 15 33 1'7 
3 7* 31 20 19 39 16 34 16 
5 3 30 24 16 35 18 32 18 
3 6 27 23 17 29 19 28 19 
4 5 20 16 20 22 20 22 20 I 
*Combinations presented with objects. I. MacLatc}1y..JJW.oit.J.58. 
~-
I 
I 
In the primary investigation by MacLatchy and Bucking-
ham1 at Cincinnati, the testing program was divided into 
six subtests, of which the first two concerned counting; 
the second two, number concepts; and the last two, number 
combinations. The investigators felt that there were many 
more areas of the number abilities of yrung children which 
should have been included in the testing program and re-
commended that this data be secured at another time. 
In this phase of the study, the Kindergarten and Non-
Kindergarten groups were analyzed separately and the re-
turns showed a superiority in favor of those who had re-
.1 eeived Kindergarten training. This difference is shown in 
the following table from the study. 
A COMPARISON BETWEEN KINDERGARTEN AND NON-KINDERGARTEN 
CHILDREN AS TO NUMBER CONCEPTS 
Reproduction Identifying 
and Naming 
K Group NK Group K Group NK Group 
Number (Percent) (Percent) (Percent) (Percent) 
6 91.9 73.6 84.3 72.3 
6 79.0 63.0 73.5 68.8 
7 77.8 60.0 68.8 61.5 
8 76.0 63.5 67.8 62.5 
10 73.0 55.6 67.6 46.0 
A comparison between Kindergarten and Non-Kindergarten 
r: Buckingham, B. R. and MacLatchy, Josepbma"The Number 
Abilities of Children When They Enter Grade One." 
National Society for the Study of EdUcation. The Twenty-
Ninth Yearbook. Re§ort of the Societies Combination of 
Arithmetic. 473-51 p. 
I 
children as to number concepts shows superiority of the 
Kindergarten group in terms of percent correct. 
A comparison between Kindergarten and Non-Kindergarten 
children as to success on combinations shows the difference 
in favor of the Kindergarten group. 
While the MacLatchy investigation was in progress, a 
test of Kindergarten Children was 1n progress at Cleveland.I 
This test was quite different from MacLatchy's, bUt its ob-
ject was somewhat the same--namely, to find out how much 
number ability was possessed by children at an age when the 
schools ordinarily assume that they have none. The Cleveland 
tests were mare difficult than the Cincinnati tests and 
varied considerably in difficulty from problem to problem 
but the results substantiated MacLatchy's study in that 
young children use number and possess number ideas more 
than has been recognized. 
Analyzing the data gathered from their investigation, 
Director Connor end his colleagues, give a general summary 
of results: 
1. The amount of numbers used by little children 
proved to be a revelation to all those con-
nected with the teaching and supervision of 
Kindergarten Children 1n the Cleveland school. 1 
1. Wat!onal Society far the ~tudy of EdUcation, Twenty-Ninth 
YearbOok. Rebort of the Societies Combination on Arith-
metic. "The ieveland Data". b09-si~ p. 
2. That Kindergarten is not too so on to begin 
number concept and the opposite viewpoint 
is wholly without fcnndation in fact. 
3. That in the past the natural growth of 
number concepts in the child from 4-7 
years of age has been retarded. 
Woody! in a study of thirty-nine different school sys-
tems scattered throughcnt the United States--had the grade 
teachers interview the pupils at random except in one city 
where trained specialists interviewed all pupils in Grade 
One A. The test was merely an interview teat and not a 
standardized test and was simple enough for use with chil-
dren in Kindergarten and in Grade One and at the same time 
difficult enough for use with Children in Grades Two and 
Thl-ee. 
All instruction was given wally and the child was 
given an opportunity to respond but was allowed only one 
response to each item. Woody found it rather surprising 
that the ranges in the Kindergarten and Grade One B were 
almost as large as in Grade One A, Two B, and Two A, and 
the number of correct responses made by the children in 
the Kinder gar ten and Grade One B, was not anticipated. 
Examination of the median scores indicated that the 
children in Kindergarten responded correctly to approxi-
mately one-fourth of the exercises; the children 1n Grade 
1. Woody, Clifford. "The Arithmetical Backgrounds of Young 
Children." Journal of Educational Research 24: No. 3, 
188-201; S~ptember 1931. 
IJ one A to nearly one-half' of' themJ and the ohildren in Gt'ade 
I 
Two A, to abrut thzee-fourths of tb3m. These facts are all 
the more significant when it is recalled that the children 
• j under consideration had received no formal instruction in 
the school. 
From this siudy .f'~ve en tstanding conclusions are 
warranted: (1) that children possess much abilitY' in the 
elementary process of arithmetic even before the time of 
beginning formal instruction in the subject; (2) that the 
knowledge possessed by children is not limited to counting 
and adding simple combinations, but includes elementary 
knowledge ot tractions, United States money, units of 
var1rus types ot measurement, and the understanding of the 
processes demanded in simple verbal problems; (3) that ex-
tended inventory tests designed not only for throwing light 
on the goals of achievement, but also upon the methods em-
ployed in attaining the goals should be given before the 
beginning of formal instruction, if instruction is to be 
adapted to the needs of the individual child; (4) a tend-
ency exists for boys to make a slightly greater percentage 
of correct responses to tests as a whole and to individual 
items of the tests than girls. 
An investigation was made by McLaughlinl to analyze 
!. McLaughlin, Katherine. "Kumber Ability of Pre-School 
Children." Childhood Education 11: 348-53; May 1935. 
in pre-school children the development of three phases of 
quantitative experiences, namely counting, recognition of 
number aggregates, and combination of aggregates; and to 
determine to what extent the development of ability to deal 
with number is conditioned by general intelligence. These 
problems were studied by means of two tests given to 125 
children ranging in age from thirty-six to seventy-two 
months, though only the results from forty-eight to seventy-
two months will be quoted here. One test was in number 
ability and the other a test af general intelligence. The 
children tested were enrolled in Kindergarten and were so 
selected as to form age groups of comparable I. Q.'s. The 
use of age groups of approximately the same I. Q. made it 
possible to compare attainment at successive age levels. 
The number test was administered individually. It was 
arranged in three series: 
(1) 
(2) 
(3) 
contained three exercises in counting 
contained four exercises in recognizing 
small number aggregrates 
contained eight exercises in combining 
numbers under varying conditions 
The generalizations made from this study by McLaughlin 
are: Rote counting bas been shown to develop just slightly 
in advance of rational counting. It involves the memoriza-
tion and accurate recall of a fixed order of numerical terms. 
Rational counting is a complex mental process dependent upon 
grasping the idea of one-to-one relation between these 
II 
numerical terms and the item dis crimina ted in an objective 
series. Among three to six year olds the process of com-
bining has not advanced very far. 
Growth in number ability at these immature stages is 
very gradual and dependent upon many factors. Brightness 
is one such factor that strongly influences superior ability 
at each age level. Furthermore, progress is intimately 
interrelated and dependent upon mastery of more mature 
methods of dealing with number experience. 
Mature five year olds grasped the idea of augmentation 
clearly as that of counting in from a familiar small number. 
At the South Illinois Normal University, Stotlarl 
carried on an investigation to ascertain certain facts con-
cerning the ability of young children to make progress in 
developing an understanding of' number before they entered 
school. 
The study was made during the autumn season before any 
formal instruction in numbers or any formal mention of 
numbers was made to the nineteen children who attended the 
Kindergarten and whose ages ranged from fifty to sixty 
months. The children were asked individually to count as 
far as they could by Rote. Then they were asked to count 
the blocks in a toy truck to test number concept. They 
were asked to repeat six series of number taken from the 
1. Stotler, Carolyn. "Arithmetic Concepts of Pre-SChool 
Children." Elementary School Journal 46: 342-345; 
February 1946. 
Stanford-Binet test for ages four to six and seven years. 
Then they were also asked to write on paper all the numbers 
they knew. When the paper was completed, they were asked 
to tell !!!!! numbers, and ~many they had written. 
A study of these f ind ings shows : 
(1) Seventy percent of the children could count 
to ten or higher by Rote. 
(2) Seventy percent of the children could count 
to ten or above by Concept. 
(:3) There was no marked differences between the 
Rote counting and number concept. They were 
advancing at the same rate. 
(4) In repeating numbers--seven children were a~ 
the seven year level and only two fell below 
the four-six level. The children were able 
to learn and repeat the numbers in any se-
quence. 
(5) When asked to write the numbers, all the ch1ldren l 
were definitely conscious that there was 
such a thing as written numbers, and all but 
one made an attempt at writing. Five 
(twenty percent) completed the task. The 
study revealed that Kindergarten children 
have real and numerru.s out of school uses 
for numbers, and number experiences should 
be provided for them, but the school must 
use the experience method of teaching and 
learning and the content must be organized 
so as to be usable in life experiences. 
In order to study the development of number concepts 
an investigation was made by Mott and Martini of those con-
eepts held by two groups of children who attended the 
Laboratory School of South Illinois Normal University in 
1. Mott, sima M. and Martin, M. E. "Do First Graders Retain 
Number Concepts Learned in Kindergarten?" Mathematics 
Teacher 40: ~5-~8; February 194~. 
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the Kindergarten training group. The first group studied 
in 1944-45 and the second group in the summer of 1945. The 
children were interviewed separately with the teacher and 
Child at a table. 
On the table were fifteen smalr colored eubes, a toy 
truck containing 28 cubes, a working Sheet, and pencil and 
paper. 
The child was asked (1) to count by rote, (2) count 
objects, (3) repeat a series of four numbers, (4) pick a 
designated number of cubes from the pile of fifteen (3, 5, 
9, ~), (5) repeat a series of five number. 
Their investi~tion revealed that with the exception 
of counting by rote to 100, children carry over into Grade 
One after a lapse of approximately three months, the number 
experiences WhiCh they have learned in Kindergarten. 
These experiences are important as they clarify under-
standings and help avoid confusions as a child that can 
count does not necessarily have a concept of number. The 
fact that counting by rote to 100 is not retained is due, 
possibly, to the fact that the children have little use for 
numbers of this quantity. 
v Koenker,l in his study of arithmetic readiness, at the 
Kindergarten level selected two similar elementary schools 
for investigation. Both schools had two Kindergarten sec-
1. Koenker, Robert H. "Arithmetic Readiness at the Kinder-
garten Level." Journal ar Educational Research XLII: 
~=======4=== No. 3, 218-223; November 1948. ==== 
l 
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tiona, a morning and an afternoon group, 9:00 a.m. and 
1:00 p.m. Both sections were taught by the same teachers 
in both schools. In school "A" the morning section served 
as the experimental group and the afternoon section served 
as the control group. In school "B" the morning section 
served as the control group and the afternoon section as 
the experimental group. In the fall the Kindergarten chil-
dren in both schools were given an individual arithmetic 
readiness test and the Pintner-CUnningham Primary Test. 
The Arithmetic Readiness Test constructed by the author had 
a reliability coefficient of .88 and consisted of forty-
eight it ems covering both the social and the mathematical 
phases of arithmetic. The arithmetic readiness test scores 
ran~d from 1 - 44. The average score for the sixty-three 
children in school "A" was 13.15, for the sixty-six in "B" 
13.80. The I. Q. ranged from ~6 - 129. The average for 
school "A" was 101.86 and the average for "B" was 102.13. 
Using Snedecors "F" Test for homogeneity of variability 
and the analysis of variance technique for the significance 
1/ 
of the difference between the mean achievement, it was 
found that the two schools were of equal variability and 
of equal achievement in both arithmetic and intelligence. 
The control groups received the regular Kindergarten 
program while the experimental group received the regular 
program plus a rich meaningful readiness program which 
~~====================================~~~-=-~==-=~~=-=-~~~======~ 
included the following number experiences in life-like 
classroom activities. 
1. Counting and grouping: 
chairs, pencils, crayons, children, books, 
blocks, and toys. 
2. Comparing and grouping objects and numbers. 
3. Participating in number games, number stories, 
number rhymes, and number songs. 
4. Measuring with ruler and yardstick: 
children's heights, room dimensions, 
tables, etc. 
5. Measuring with cups: 
half pints, pints, quarts. 
6. Weighing and comparing weight a of various 
objects. 
7. Using money; buying at the playstore, donating 
to the Red Cross, paying tor class parties, 
buying gifts, using toy cash register, paying 
for milk, etc. 
8. Using stmmps; buying and selling stamps, 
sending letters and post cards, making stamp 
collections, eto. 
9. Keeping class attendance. 
10. Clock and calendar; telling time on the hour, 
learning school time, birthday, agee, dates, 
weeks, months. 
11. Reading and writing simple numbers. 
12. Reading house numbers, telephone numbers, 
page m.unbers. 
13. Using visual aids; What is 4? 3 Little 
Kittens. 
14. Using arithmetic vocabulary: large, small, 
some, several, few, many, middle, round, all, 
more, less, wide, narrow, square. 
r-=~=====*==================~==~-=-~==========~====~==============~======== 
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' · The experiment lasted until May, at which time twenty-
seven from the control group were matched to ·twenty-seven 
from the experimental group on intelligence and arithmetic . 
~chievement as measured by the Readiness Test administered 
in the Fall. The children were then retested in arithmetic 
by means of the Arithmetic Readiness Test. The data for 
the two groups follows. 
Average 
Group I.Q. 
Experiment 102.52 
Control 102.59 
Average Arithmetic 
Readiness Score 
Fall Spring 
13.22 23.44 
13.59 18.?4 
Average 
Gain 
10.22 
5.15 
Koenker summarized his findings as follows: 
By statistical analysis it was found that the 
children in the experimental group gained signifi-
cantly more in arithmetic than children in control 
group. The children in experimental group and the 
two teachers also expressed great interest and en-
thusiasm in the number readiness program. 
Conclusions: 
1. Kindergarten children in study profited 
from a rich and meaningful arithmetic 
readiness program. 
2. Kindergarten children showed a great deal 
of interest in number readiness activities 
based on their needs and experience. 
3. Both the teachers in the study were of the 
opinion that an arithmetic readiness pro-
gram at Kindergarten level was of great 
value. 
In working with children from 4-~ years of age, Ziml 
found that Children could understand, ass i mll te and use 
far more science than the classroom teacher or he suspected. 
This science had to be pertinent to situatiom and events 
that concerned young children, but since these have in-
cluded radar, electricity, food, steam-engines, atomic 
energy, and airplanes, as well as many aspects of plant 
and animal life, scientific interests of young children 
may be almost as broad as those of adults. 
A program of science education centered on the use of 
scientific facts and methods to solve appropriate problems 
and with meaning to youngsters was necessary in a variety 
of situationa and these situations demanded more quantita-
tive thinking than had previously been needed, and ways 
had to be found in which more significant classroom activi-
ties could develop quantitative aspects. Therefore, it was 
necessary to observe critically the use children made of 
number, as quantitative comparisons are the heart of the 
experimental method and it is an essential tool in many 
I 
areas of science. As the youngsters gained experience 
through fUnctional number work, they carried their under-
standing into more typical science situations. 
The emphasis on funtional number work With these chil-
dren seemed to bring with it a valuable science concommittant, 
1. Zim, Herbert s. "They're Never Too Young." Education 69: 
No. 6 1 369-~2; February 1949. 
7? 
I 
an increased awareness of things around them--usually in 
quantitative terms. 
Teachers who had these children one and two years 
later reported that they could recognize those who had the 
richer experiences and that their progress in more fo~al 
arithmetic had been markedly enhanced. 
Dr. Zim's article shows the values in informal arith-
metic at lower age levels and suggests experiences should 
be encouraged for the cumulative effect they have as the 
pupil moves up through the grades. 
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CHAPTER VI 
SUMMARY AND CONCLUSIONS 
The purpose of this study was to review the research 
concerning the effectiveness of Kindergarten training. 
Since Kindergartens have become an integral part of 
our educational system attention has been focused on their 
effectiveness and boo they can contribute to the growth 
and development af the "whole child''. 
A well conducted Kindergarten is a valuable experience 
f'or the child and it is recognized as important in the con-
structive development of' a wholesome personality, it may 
provide the basis for character education at the most im-
portant period of the Child's development, and children 
with Kindergarten experience progress more rapidly in the 
grades than children admitted to Grade One without Kinder-
garten training. 
Now that the Kindergarten has become an important part 
of' our education system much has been written about its 
merits though some investigations have taken the opposite 
viewpoint and have endeavored to prove that Kindergartens 
do not contribute enough ~to warrant the effort and expense 
of operating them. Others have acknowledged the value of 
I Kindergarten training to the child only when the Kinder-
garten has been staffed by teachers wi~h special Kinder-
! garten training. 
I 
!1>-
1 
I 
This is a worthy attitude as the growth process during 
the first six years sets the pattern for the child's future. 
For instance, the largest number of rejects for mili-
I tary service has resulted from nervous dis orders, and the 
medical men and psychologists in the armed forces claim 
that these nervous disturbances are, in many instances, 
traceable to faulty training in early childhood as the 
foundation for emotional and social development is laid be-
fore -the sixth year of a child's life.1 By six years his 
speech, health, social adjustment, habits and attitudes 
are so advanced that the efforts of later school life are 
conditioned by earlier education. 
Some homes are capable of giving the young child the 
I 
experience and background he needs for a good start in 
life, but there are other children whose parents are not 
. able by circumstances and training to develop the charac-
I 
I 
I 
teristics that are so vital in contributing to a well 
adjusted life.2 
Needless to say, every child needs the affection and 
security of his home and the Kindergarten has been estab-
1. Educational Policies Commission. "Extending School Ser-
vices Downward." Elementary School Journal : 300; 
February 1946. 
2. GoodyKoontz, Bess, Davis, Mary Dabney, and Gabbard, 
Hazel F. "Recent History and Present Status of Education 
for Young Children." National Society for the Study of 
Educa·tion, Forty-Sixth YearboOk, Part II. 51-52 P• 
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lished to supplement it--not replace it. 
The inestimable experience gained by the Kindergarten 
teacher who has taught in the prim~y grades--particularly 
in Grade One, will mare than compensate for the time away 
from the Kindergarten and will help to develop a better 
understanding of the problems the child will cope with when 
he enters First Grade. 
From research this is evident that the majority of 
the conclusions are favorable to the ettect upon achieve-
-~ ment and progress as a result of Kindergarten training and 
the studies listed below concluded that Kindergarten trained 
children bad the advantage over Non-Kindergarten tr~ined 
children. 
Bradford (1912), Bell (1922), Peters (1923), Wooley 
(1925), Smith (1925), Minneapolis Study (1924), Risser and 
Elder (1929), Baker (1929), Stoddard (1932), Gard (1934), 
Myers (1936), Cayce (1937), Wellman(l937), Cayce (1938), 
Hartman (1940), and Stoddard (1940). 
Taylor (191~, Gummins and Shank (1928), and Gordon 
(1940) indicated that Kindergarten had little or no effect 
on later school progress. 
Campbell (1923), Rankin (1923), Greer (1923), and 
MacLatchy (1928), took a median position and felt that 
Kindergarten training had little value in improving promo-
tion rates. However, the studies of Campbell, Rankin and 
I 
I 
J 
Greer have been considered inconclusive on account o~ un-
satis~actory samplings. MacLatchy, in summarizing the re-
sults of her investigation, retained a sympathetic view-
point as she felt that many characteristics had been poorly 
determined. 
The e~fect upon emotional and social development as 
a result af Kindergarten training as shown by the investi-
gations reviewed, concludes that Kindergarten trained 
children had the advantage over Non-Kindergarten trained 
children. 
Marsh (1914), Goetch (1926), Bacon (1932), MacDougall 
(1934), Coy and Tedsten (1934), Blatz, Chant and Salter 
(1937), Lowrey (1937), Hartman (1940), Gri~fith, Stimpson 
and Witmer (1941), Addy (1946), Staff of the Horace Mann 
Lincoln School (1948), and Anderson (1948) reveal that the 
emotional and social patterns which are established in the 
Kindergarten are stable, a~~ect later behavior, are mani-
fest in all the grades and the Kindergarten experiences 
definitely aid children to a better social adjustment. 
Dawe (1934) didn't wholly agree with other research 
findings in this phase of development and concluded that 
the Kindergarten's main objective was participation in 
activities rather than upon the improvement o~ the Child's 
personality traits. 
Arrington (1937) arrived at a median position in her 
conclusions as she felt that more reliable instruments of 
measuring social and cultural patterns are necessary in 
order to secure the needed information. 
Much research has been done to find out why there are 
so many reading failures in Grade One. 
One aid to overcome this problem has been a PJ;'Ogram of 
reading readiness. 
Therefore, one of the Kindergarten's most important 
contributions to the child is its training in readiness to 
read and a Kindergarten teaCher should have a well-planned 
program correlated throughout the year. 
The research has shown that it is now no longer necessar,y 1 
to wait until a child bas reached a mental age of 6.6 before 
beginning reading instruction bub rather the adaptation of 
methods and materials by the teacher to suit the individual 
child is necessary as just delaying instruction until a 
mental age of 6.6 has been reaChed will not secure success. 
When physiological maturity and mental maturity are 
closely related, superior children are ready at a lower 
chronological age than ch lid ren of average mental ability. 
Emotional stability is another quality a child must 
possess as emotional maladjustments may inhibit learning. 
In the Reading Readiness program there should be oppor-
tunities for varied social, scientific, and artistic ex-
periences to provide a rich informational background; 
training in the use of simple English sentences and the 
development of the child's vocabular~ through conversation, 
dramatization, poems and songs, and relating experiences. 
Opportunities should be provided for the individual child 
to do problematic thinking through worthwhile problems; 
and other opportunities Should be provided through special 
activities such as: 
1. Motor Coordination--cutting, pasting, and 
block building. 
2. Rh~thms and games 
3. Ex cur si ons 
4. Art 
5. Music 
6. Visual Discrimination 
7. Auditor~ Discr1m.1na tion 
8. Left and Right Progression 
9. Correlated activities carried on through 
picture charts, workbooks, a librar~ table 
with various kinds of picture and story 
books, and training in the correct use and 
handling of books. 
Diagnostic Reading Readiness Tests are an essential 
1 part of a well-planned program as they help the teacher to 
I help the Child before he begins to read. They will show 
that some are ready in certain areas and that others need 
a readiness program in other areas. 
It is evidence from the research that Kindergarten 
training enables a Child to attain the skills necessar~ for 
success in reading through its varied experiences and the 
development of certain specific habits and abilities in its 
Reading Readiness program. 
Teegarden (1932}, ilson, Fleming, Burke and Garrison 
4 
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I 
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(1939), and Evans (1945), in their investigations found 
that Kindergarten training was an important factor in the 
progress of children as it offered many opportunities for 
the development of those skills Which are necessary for 
success~l reading. 
Hilliard and Traxwell (19~~), and Factor (1940), found 
that the varied and rich Kindergarten program prepared a 
child to read with success. 
Gates, Bond and Russell (1939), stated that Readln~ 
Readiness is a skill that has to be taught and it is 1m-
partant for teachers to know what constitutes Reading 
Readiness skills, the techniques of teaching Reading Readi-
ness skills, and to construct a program to enable children 
to meet with success in reading. 
Sullivan and McCarthy (194~ investigated several fac-
tors important in the determination of Reading Readiness 
as predictive of success in reading. 
Among these factors are: intelligence; interest; home 
background; meaning vocabulary or experiences; physiological 'i 
• maturity; auditory discrimination and visual discrimination; 
and motor coordination skills. 
Johnson {1945) stated that physical 1mmaturity-·conta-
gious diseases, undernourishment and other factors found in 
the child's medical history, and emotional instability 
., 
I 
I 
''~------~ 
because of unsatisfactory home conditions often prevent a 
child from reading. 
It is of the utmost importance for the teacher to give 
individual attention to each child, to find the specific 
nature of the child's difficulty and to correct the diffi-
culty. 
In this way, the child will begin the formal reading 
program with success because of his readiness, he ~ill be 
emotionally well-adjusted, and desirable personality of 
the child is integrated in the process of learning to read. 
From the research it is evident that Kindergarten chil-
dren display a definite ability to make progress in devel-
oping an understanding o£ number. There was also found to 
exist real and numerous uses for number at this age and the 
children 1n the investigations displayed an ability to 
count by rote, a number concept in counting, and the ability 
to reeognize numbers. 
MacLatchy (1928), MacLatChy-EUckingham (1929), Cleve-
land (1929), oody (19~1), Stotlar (1946), Koenker (1948), 
and Zim (1949), revealed that Children who have attended 
Kindergarten have the advantage of a larger percentage of' 
familiarity with numbers and this is due to the incidental 
number experiences which are a definite part ot the child's 
life in Kindergarten. The differences in favor of the Kin-
dergarten group were consistant and of considerable magni-
.I 
tude as to success in counting, number concepts, and com-
binations with objects. Their conclusions revealed that 
the Kindergarten is not too soon to begin number concepts, 
and that in the past the child of this age has been retarded 
in the natural growth of number concepts as Kindergarten 
children profit from a rich and meaningfUl arithmetic readi-
ness program. 
Mott and Martin (1947) agreed with the investigations 
above but also revealed that children carry over into Grade 
One the number experiences they have learned 1n Kindergarten. 
McLaughlin (1935) determined that general intelligence 
and brightness is a factor that strongly influences superior 
ability in the development of ability to deal with number. 
From these studies it is apparent that children possess 
a great deal of ability 1n number even before the time of 
beginning formal instruction. The knowledge possessed by 
Kindergarten children isn't limited to counting and simple 
combinations, but includes simple fractions, money, various 
types of measurements, and simple problems. Therefore, as 
many number experiences as possible should be provided by 
the Kindergarten teacher through a rich, meaningful arith-
metic readiness program. 
The main objective of Kindergarten is to adjust the 
child to his new social environment, the school, through 
the natural activities of Childhood. This adjustment is 
J 
analyzed in terms o~ habit formation and intellectual 
achievement. 
The Kindergarten is a happy environment where growing~ 
spirited children are looking ~orward to each new day for 
its challenge an6 experiences, but which will also provide 
a rich background for the grades. It was not developed to 
protect the child from an unwholesome environment or a place 
in which to stu~y child interests and development as was 
characteristic of the early nursery schools in the United 
States. Rather, Kindergarten was conceived to meet the 
educational needs or the child between the ages of four and 
six years.l 
A major responsibility o~ the modern Kindergarten ia 
to develop Reading Readiness, Social Sciences and Language 
Arts. 
Also, ample opportunity should be given to experiments 
and work with sciences and numbers and to participate in 
many forms of art, music and rhythm. 
Friendly, sympathetic teachers who are understanding 
and have knowledge of the individual dif~erences within 
their group are an influential part of an environment which 
contributes to the individual ehild 1s social, emotional and 
1. Frletsch, Mary Oliver (Sister). "What of the Kindergarten?" 
Education 66: 173-6; November 1945. 
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intellectual adjustments and helps him overcome earlier 
frustrations and handicaps and to find his place within the 
group. 
Campbell1 feels that in such an environment all chil-
dren. at the end af the Kindergarten year, should be filled 
with a diversity of experiences and ready for Grade One 
with a min~ amount of adjustment. 
1. Campbell, E. "Kindergarten Shape-Up." Progressiv~ 
Education 23: 254•64; May 1946. 
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CHAPTER VII 
PROBLEMS FOR FURTHER RESEARCH 
In the Kindergarten o~ today, we must establiSh the 
objectives we hope to attain, we must establish the means 
to achieve these objectives, and we must establish the 
criteria by whiCh these objectives may be evaluated. 
1. A study de~ining behavior habits to be attained 
in the Kindergarten and to determine their 
apparent worth in the development o~ the "Whole" 
child. 
2. Build a valid and reliable rating scale o~ be-
havior habits ~or the Kindergarten as more re-
liable instruments are necessary in order to 
secure the needed information. 
3. Research in the Kindergarten area on growth 
and development of the child. A great deal has 
been done for the Nursery School and adolescent 
group, but the area in between bas been skipped. 
Too many are prone to under-emphasize the abili-
ties and power o~ the ~ive year old group. 
4. Research on the e~~ectiveness o~ science teaching 
in the Kindergarten on development. 
5. Research on the e~~ectiveness of the music pro-
gram in the Kindergarten on development. 
6. A new experimental investigation o~ the value 
of Kindergarten education. Kindergarten educa-
tion has made many advances since the last 
experimental investigations in 1940. 
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